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PREFACE

This guide is the ninth in the series on "Guides for
Special Education" published by UNESCO.

The guides, which are intended for teachers, parents,
and community workers, aim at stimulating discussions
on basic knowledge, approaches and methods relevant
to the education of children and young people with
special educational needs.

The guide has been prepared in response to the
numerous queries we have received from practitioners.
teachers and teacher trainers for information in this
domain. Indeed, the problems of children with specific
learning disabilities have been a cause of concern to
parents and teachers for some time. This guide provides
concrete advice on ways of responding to these needs
and thereby making the teaching/learning experience of
the student more rewarding and useful.

The views expressed in this guide are those of the
authors and do not necessarily reflect those of
UNESCO,

Special Education
UNESCO

7,Place de Fontenoy
75352 PARIS 07 SP
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Introduction
Specific learning disabilities have been recognized in some
countries for much of the 20th century, in other countries only in
the latter half of the century, and yet not at all in other places.
Even where they have been recognized, the amount of help
available varies from no services to their universal provision.
This uneveness in intervention services is tragic since most
persons with learning disabilities who receive sufficient, knowl-
edgeable remediation can proceed through the school system,
and attain jobs that range from professor to laborer. Conversely,
if they are not helped, the possibility of adjustment problems
arising are considerable. As our world becomes more complex,
the knowledge base increases and the concepts more abstract,
an increasing number of people will experience difficulty and be
assumed to have a learning disability. Our challenge will be to
alter our parenting and teaching approaches so that their poten-
tial contribution to our collective lives is not forfeited.

Definition of Persons with Learning Disabilities
Learning disabilities are formally defined in many ways in many
countries. However, they usually contain three essential ele-
ments: a discrepancy clause, an exclusion clause, and an
etiology clause. The discrepancy clause states there is a
significant disparity between aspects of specific functioning and
general ability; the exclusion clause states the disparity is not
primarily due to intellectual, physical, emotional, or environmen-
tal problems; and the etiology clause speaks to causation
involving genetic, biochemical, or neurological factors. This last
clause is often stated in definitions, but it is not focused upon
since it is difficult to determine etiology and usually is not part of
the educational assessment or remedial program recommended
for the students.

The most frequent clause used in determining whether a student
has a learning disability is the difference between areas of
functioning. When a person shows a great disparity between
those areas of functioning in which she or he does well and
those in which considerable difficulty is experienced, this student
is described as having a learning disability (LD). Persons of any
intellectual level can have a learning disability, although most
countries define a person with LD as having a near normal,
normal, or above normal intelligence. Persons with other
handicaps also can have a learning disability, and thus are seen
as multiply handicapped. LD can affect one or more of a
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person's areas of intelligence: language, spatial/
temporal, visual, mathematics, knowledge of
one's body and what it can do, social, or
practical. Even when one's LD appears to
be confined primarily to a specific area of
intelligence, frequently there are some
problems in other areas of intellect.
For example, the person who forgets
the phone number s/he has read,
also tends to forget the number
s/he has been told.

When tasks in any area of
intelligence are handled well,
they are characterized by:
advance planning,
reflection, efficiency,
economy (done with the least amount of backtracking), appropri-
ate speed, adaptiveness, versatility, appropriateness for the
context (particularly one's audience), insightfulness, social value,
appropriate maturity, sophistication, complexity, judgment, focus,
and elegance. When someone has a LD, one or more of these
aspects break down.

Areas of Disability
One of the ways that we can think about learning disabilities (LD)
is to look at the ways the person with LD handles complexity,
utilizes alternative approaches, attends to and remembers
important information, uses appropriate judgment, thinks ab-
stractly, notices the patterns in knowledge, and reflects upon
what s/he is going to do, is doing, or has done. The following
briefly explains what one is able to do when one functions well in
each of the competencies:

1. complexity: copes with complex information or tasks, or
several simultaneous tasks;

2. adaptivity and flexibility: recognizes that there might be
alternatives one has not considered, and uses them;

3. attends to and remembers the differences that make a
difference: notices which aspects of information are impor-
tant and remembers them, ignores and forgets those of
lesser importance; knows which agents accomplish what;

4. judgment: effects judgments around which option to select,
explanation to choose, behaviour to use;
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5. symbolic thought: ability to think about what language,
punctuation, mathematical symbols, gestures, etc., repre-
sent, rather than think of them concretely; ability to see
generalities across spheres of knowledge; to perceive the
patterns that connect knowledge;

6. perceives the patterns and rhythm of forms in knowl-
edge: is able to pace productions, distribute the content
appropriately; is able to effect closure when part of the
pattern is missing or has not been heard or noticed; and

7. reflection: ability to about one's actions in advance, in
process and subsequently, and adjust one's productions
accordingly; ability to make inferences from successes or
fai;ures.

Since LD are disabilities in specific areas of functioning rather
than generalized intellectual deficits, we have to ask ourselves in
which area or areas of functioning the person with LD has
difficulty, and determine whether these problems occur in one or
more competencies. Do these difficulties appear in the under-
standing or production of language, in the understanding and
use of space or time, in making sense of and remembering what
one sees, in the use of one's body, in understanding mathemat-
ics, or in the social or practical realms?

Table 1 summarizes the areas of intellectual competencies,
cognitive functions, and behaviours that describe the learning
disabilities discussed above.

Table .l .....

Setteeeil Intelfe6td$ es:and: Cognitive function

Cognitive Areas of Intellectual Competency
Function) ; Spatial/ Krowledger

Behaviour Language . Temporal Visual Mathematics i of Body Social ; Practical
4

Complexity,
Flexibility
Attention./
Memory
Judgment
Symbolic
Thought
Concepts/
Pattern ,

Reflection./
Imagery
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In this section, we have introduced the intellectual competencies
and specific functions that define the student with learning
disabilities. In the next section, we will develop the seven
functions that are important for each competency so the educa-
tor may recognize dysfunctional behaviour in the LD student.
This will be followed by general principles that relate to
remediation, global strategies, and specific strategies. Guide-
lines for parents will conclude the monograph.

COGNMVE FUNCTIONING

1. Handling Complexity
When persons with LD or Attention Deficit Disorder are faced
with a number of tasks, or with a task they feel is complex, even
if we, who can do it automatically, think it is easy, they may
become overwhelmed and give up, or become over-excited,
hyperactive, or misbehave. This also might occur if they are in
an environment that is highly stimulating, noisy, novel, or
confusing.

(a) Hanefing Complexity Linguistically
The language of a person with a language LD may become
disorganized when they try to discuss a number of factors
simultaneously. Alternatively, they may state a proviso, but lose
the main point, or deviate onto a tangent and forget the main
point. They might become confused when listening to a long or
complex conversation, forgetting what has been said, or focus-
sing on the inconsequentials rather than the important points.
They might have difficulty remembering all the parts of a
multisyllabic word.

(b) Handling Complexity Spatially/Temporally
Persons with spatiaVtemporal LD may forget their
way around a complex building, experience
difficulty assembling a complex puzzle, or
executing complex mechanical tasks, and
remembering how others executed multi-
faceted tasks. Faced with such a task
they may become overwhelmed and
approach it randomly rather than plan-
fully. They may have difficulty
finding objects when their
surroundings are "busy", and , lao
may lack systems for storing, a- %we
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arranging, and finding their belongings. They may have difficulty
remembering the months of the year, which months have which
number of days, the days of the week, or parts of the day.

(c) Handling Complexity Visually
Persons with visual LD may forget how words look, or how they
are spelled, and so may forget how to read or spell words to
which they have been previously exposed. Or they may recog-
nize a word when they read it, but be unable to remember how
to write it themselves. Forgetting how words lock, the sounds in
them, or how they are spelled may occur immediately after
learning a word, after an hour or a day or two, or after an ex-
tended time. The LD student may have diffi-
culty reading long words, forget the directions
letters of idiograms face, or forget the shape
of letters, numbers or idiograms. Just as the
person with language LD may veer off topic
when discussing a number of events, so may
the person with visual LD lose the line from
which s/he is reading print or music, and
read content from another line.

(d) Handling Complexity Mathematically
Persons with math LD may forget number
facts, and have difficulty holding math infor-
mation in their heads while figuring out
equations. They may become overwhelmed
by a number of mathematical problems on
a page.

(e) Handling Knowledge of One's Body
The person may be unable to replicate a complex task they have
watched others perform, or remember a task they previously
have performed. Some may be unable to do different tasks or
movements with each hand simultaneously, or different move-
ments of the hands and feet at the same time.

(f) Handling Complexity Socially
Some persons with LD may be overwhelmed by events involving
a number of people or considerable stimulation, may have
difficulty juggling several intimate and casual relationships,
appreciating the complexity of relationships, the fact that friends
and intimates have good and bad features, disappoint us, and
occasionally cannot be counted on. Instead they may concretely
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see people as being "good" or "bad" or forget information that is
important to their friend.

(g) Handling Complexity Practically
In everyday aspects of functioning, persons with LD may have
trouble imagining that they can juggle several tasks and chores
simultaneously. They may lack a sense of how to juggle their
social, vocational and practical commitments, forget what it is
they have to do, may not know how to execute tasks efficiently,
or how to block out several tasks so that the everyday aspects of
their lives could be handled with the least amount of effort and
on time.

2. Handling Tasks Adaptively/Flexibly
Persons with LD may think there is one fixed way to say or do
something in their deficit area of functioning, so they do not
necessarily realize or remember that there are alternatives. This
contrasts with functional persons who see patterns and hence
understand concepts; who recognize that language, mathemat-
ics, social interactions, everyday tasks, and the navigation or
use of space can be approached in countless ways. Moreover,
the poorly developed sense of pattern also means an inaccurate
notion of outcomes, so that the LD rigidly cling to the narrow
approaches with which they are familiar, and outcomes they can
predict accurately.

(a) Language
Persons with language LD may not select another way of
expressing themselves if what they said was misunderstood or
poorly received. Their vocabulary may be more limited than that
of other members of their family so they may not have a reper-
toire of alternative words and phrases they could use, or may
forget the words they have heard or do know. They may not
understand what has been said if the proviso precedes the
condition, such as, "Before you come in the door, take your
shoes off.' Others may use the same phrases over and over, or
talk about the same topic endlessly.

(b) Spatial/Temporal
Persons with spatial/temporal LD may be unable to find their way
around a building if they enter from a different door. It might not
occur to them there are alternative possibilities for organizing
their spoken or written language (yes, this is a task that occurs
through space and time), their belongings and files, for organiz-
ing their tasks or chores more efficiently, or initiating tasks earlier



so they are completed on time. They may not realize there is a
more functional way to approach a mechanical task, may not
distribute their clothing attractively on their bodies, set out an
attractive party table, or have noticed or remembered how others
do this.

(c) Visual
Persons with visual LD may not distribute their written or art
work appropriately on the page so it may be too large or small,
run off the page, or may not distribute their work effectively in
their notebook. They may not be aware of alternative ways of
decoding a word they do not recognize. They may fail to use the
index to find information in a book. Instead, they may search
randomly.

(d) Mathematics
Persons with LD may do mathematics in a rote fashion rather
than recognize the many possible approaches leading to the
same outcome. They may always use the same strategy
regardless of how efficient or effective it may be, or have diffi-
culty understanding questions that are arranged horizontally
rather than vertically.

(e) Knowledge of Body
Some may have one way of executing a task, however ineffi-
cient: may be unaware of different ways of using their bodies to
do things, as a form of expression or gesture, or may not have
noticed or remembered how others do so.

(f) Sncial
Other persons with LD may have a limited repertoire of social
behaviours which bore people, rather than adjusting behaviour to
context and adapting it if it is not received as expected. They
may distribute content of social language inadvisably, telling an
acquaintance everything about themselves when they first meet,
or pace intimacy inappropriately such as proposing marriage on
the second date. Some may lack an accurate sense of ex-
tended time and of a lifespan, and may not have noticed how
others pace content and intimacy, which contributes to difficul-
ties with pacing. Others may lack alternative possibilities for
solving interactional problems, may see each of their values as
being equally important, and so be unwilling to negotiate or
compromise. Some may not recognize that outcomes are
worked on together. Some LD's may be perseverative--which is
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to repeat a topic too frequently or to talk at too great length
about a topic rather than discuss their audience's interests, or
vary their repertoire. Others may fail to change their image of
themselves, of others and of relationships as they, others and
contexts change; may not understand how family relationships
work, e.g., how they are related to their grandparent or uncle;
may have difficulty understanding situations from other's points
of view.

(g) Practical
Persons with LD may be unaware that there are alternative ways
of organizing one's practical tasks including short cuts. When
time is limited, they may rigidly resist reallocation of priorities to
ensure the most important tasks will be completed. Others may
not know which friends and intimates would be prepared to do
some of their tasks occasionally.

3. Attending to and Remembering the Differences that
make a Difference/Judgment

Whenever someone has a LD in an area of functioning, they
tend not to notice and/or remember important detail in that area.
They may notice and remember inconsequential information
which clutters their memory span with items that others would
forget. Others may lack judgment concerning what is important
or where importance tends to occur, so they study everything, or
fail to prioritize and reprioritize. This results in disorganization,
inefficiency, failure to complete tasks and feeling overwhelmed.

Since everyone with LD fails to notice some detail in their deficit
area, virtually everyone with LD has an attentional problem. On
the other hand, people with attentional problems do not feces-
sar'y have LD. Attentional problems and/or hyperactivity also
can be manifestations of an Attention Deficit Disorder, Develop-
mental Disability, Sociopathy, immaturity, depression, or anxiety.

(a) Language
Persons with LD may not know when in the lesson or semester
important information will be conveyed, so effect poor judgments
about when to be attentive. They may not notice the differences
between similar sounding phonemes such as "ch " / "sh ", "k"/"g",
"v"rf", which is reflected in their speech and spelling. May forget
some of the syllables in words so leave them out when speaking
or writing, may not notice the meaning of pauses or silence so
control conversation by a continuous barrage of speech. Others

1.4
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may forget the order of syllables, saying "hangover" instead of
"overhang", or use an incorrect word such as "reincarnate"
instead of "remembrance. They may not notice voice inflection
that indicates meaning, and therefore do not necessarily pick up
on humor or sarcasm. Some persons with LD forget meaningful
language in which case their problems may be conceptual
rather than memory whereas others forget rote language
such as a telephone number. Some may mention every detail
when talking instead of selecting the points that their audience
needs to know or would be interested in, and write about every
facet. Others may lose the central point because they become
distracted by tangents or by background noise or speech.

(b) Spatial/Temporal
LD persons may not notice landmarks in space which would help
them find their way in a community or building, may not notice
the distinctive aspects of people's faces or bodies so they could
be recognized subsequently, may not notice the clothing and
accessories that others in their group are wearing, nor how they
are arranged on their bodies. Some may not notice how others
cut their hair, use gesture, movement or social space. Others
may not have noticed how others block their time out, or what is
involved in doing a task, so they may overestimate the amount
of time needed to complete tasks, becoming overwhelmed at
what they have to do, or underestimate the amount of time,
leaving tasks to the last minute and becoming stressed and
discouraged. Some may not have noticed how others preplan
the use of space on a page or preplan errands to ensure there is
no backtracking, or may not have noticed the patterns of a day
or week, what typically occurs at 9 a.m. or on a Saturday.

(c) Visual
Some may not have noticed the direction specific letters face,
the direction in which to read or write, the sequence of letters in
a word, how a word looks or is spelled, how punctuation is used,
the size of sentences in different contexts, how paragraphs are
used, the use of underlining, or where important content is likely
to be found in a textbook, novel, play, etc. When checking their
work, they may not notice their errors or omissions.

(d) Mathematics
Others may not notice the difference between a multiplication or
addition sign, or how the various types of equations are spaced
such as the indentation of numbers in multiplication, nor compre-
hend why such discriminations are important.

13
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(e) Knowledge of Body
LD persons may not notice that their hair is messy, their face
dirty, buttons improperly aligned, shirt untucked, etc. They may
not notice pain or be aware that they have a rash, cut or infec-
tion, or notice when they are hungry or satiated, may not attend
to detail when bathing or cleaning their teeth. Others may be
restless, impatient, have a short attention span, be hyperactive
or hypoactive (underactive, lethargic, very disorganized).

Social
Some LD students may not
notice subtle social behav-
iours such as impatience or
hints, or the subtleties of
relationships such as what
people do to maintain
friends or express caring,
or what friends and inti-
mates contribute to relation-
ships such as support.
Others may be impervious
to others' reactions to their
behaviour, and insensitive
to others' needs.

(g) Practical
Some may not notice house cleaning that needs doing or
groceries that need buying, or may not have noticed the systems
that others utilize for arranging the practical aspects of their
lives.

4. Thinking Symbolically, Noticing Patterns, Under-
standing Concepts

Persons with LD always experience difficulty thinking symboli-
cally in their deficit area of functioning. They fail to notice the
patterns that connect knowledge, be those patterns the many
equations whose answer is "8", that division is the opposite of
multiplication, or that words consist of parts, each of which
conveys meaning. They do not notice the pattern of a chapter in
a textbook or a mystery so they are unaware of which types of
information can be found at which juncture, and therefore, which
parts to skim and which to read carefully because they are
important. They may not notice the typical pattern of a teacher's
class, so are uncertain of what will occur when; they do not know

14
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when their attention can and must not wander. Since they have
this hazy sense of pattern, they do not build the anticipation that
encourages people who are not LD to persist with the task until
the end.

Because their world is unpredictable, they cling to whatever is
familiar, either dreading outcomes or being too casual about
them, and so fail to prepare for them. Their hazy sense of
pattern and hence of pace, distribution and rhythm results in
errors of quantity so they provide too little or too much informa-
tion, write too little or too much, or are too active or insufficiently
active.

(a) Language
The LD person may interpret language literally so they misunder-
stand what someone is saying. They think of and write about
the most concrete aspects of concepts rather than about the
abstract ideas that the concepts represent, or they may connect
unrelated information, or misunderstand the meaning of some
words, and so make erroneous assumptions. Some may not
understand the concepts behind words so that an adult with LD
thought that scientists who were not natural scientists were
unnatural scientists.

Others may not have noticed typical form in their own language.
A 13-year-old English speaking girl, when asked how many ears
she had, responded with "13". A 13-year-old who did not have a
LD would recognize that if someone wanted to know her age,
they would ask, "How old are you?" not "How many years do you
have?", since the latter is not the form (pattern) that English
speakers use. Since the LD may not have noticed the pattems
that others use when they speak, they may not describe events
in an organized, sequential, and understandable manner. Other
persons with LD may not realize that how they say something
carries more meaning than what they say.

Because of their difficulties with pattern, some may not be able
to break language into its parts such as the child who thought
that "hurtyourknee" was one word. Others are unable to tease
out the sounds that make up a word. Systems are patterns as
well, so that the LD are unsystematic in their approaches, e.g.,
rather than memorize information cumulatively with each addi-
tional piece of information to memorize, they may start at the
beginning.

15
17



Spoken language is an abstract representation of experience.
Written language is a further abstraction of spoken language.
Some persons with LD experience difficulty with reading and
writing because they lack the concept that written language is a
condensation and selection of experience geared to a specific
audience. Some persons have such severe language LD that
they lack the language to think about abstract notions such as
"truth", "loyalty", or "love". This interferes with their conceptual
development which, in turn, limits the maturation of their lan-
guage. Many persons with LD are unaware that the essential
reason for speaking and writing is to communicate with others.
This includes negotiating outcomes with others, making our-
selves increasingly understood, sharing experience, maintaining
our relationships, and providing and seeking stimulation and
information.

(b) Spatial/Temporal
Students with LD may be unaware of
how and why buildings and commu-
nities are laid out in a predictable
fashion, and so are unable to find
their way around a familiar building,
community, or one that is similar to
those they have encountered. They
have no sense of why people organ-
ize belongings systematically be
they toys, notes, clothing, or files
and so are unable to find things in
others' homes, or modify others'
systems for their own use. Some
may be unaware that people pre-
organize language given who they are conversing with, and the
context in which they are interacting. Others may have difficulty
understanding language that uses spatial relationships such as
"beside", "taller than Lee but shorter than Joe," or following
instructions that involve movement or manipulating materials in
space. LD students may have difficulty understanding or using
terms that occur in time, such as "consequently" or "yesterd,y",
or understanding cause-effect language. They may not compre-
hend abstract representations of space such as geography and
geometry; how the information on a map is translated into
geographic space; may not know which state or continent they
live in; may forget which sirs of the road traffic comes from; may
not understand terms like north, south, east, west; may not
understand what we convey to others in our use of social space

16
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and so may stand too close or too far, or touch too frequently or
infrequently. They may classify objects of events in terms of
superficial or tangential characteristics.

Students with leaming disabilities may be unaware of how and
why people organize, prioritize and reprioritize their time. Some
have a poor sense of what time is about, that clock, calendars,
and date books indicate the passage of time, and that days,
weeks, months, and years punctuate time. They may be
unaware that units of time such as a minute, hour, or century are
fixed, or be unaware of what a century or millenium stand for, or
what "19" means in "1993".

Visual
Some students with LD may not understand how written lan-
guage is constructed, what some words and parts of words
mean, the many ways that meaning can be determined, or which
parts of words, sentences, or paragraphs can and cannot have
their sequence altered. They also may not realize how meaning
is determined when reading, therefore making wild guesses
about the meaning of words; may lack a system for copying from
the blackboard, or may have difficulty relating science diagrams
to experiments or to written data.

(d) Mathematics
LD students may not understand that mathematics is a language
of quantity, or comprehend what various operations such as
subtraction do and why, or what concepts such as equivalency
mean. They may not know the meaning of zero, comprehend
what fractions are, understand the amounts that the denomina-
tions of money stand for, or be able to measure cooking ingredi-
ents. Some may not notice the positions in space that are used
to convey meaning in the decimal system, or may be confused
by the wording of mathematics problems, and so do not extract
the important data.

(e) Knowledge of Body
Other LD students may be unaware of the messages conveyed
by eye contact, facial expression, movement, use of social
space, gesture, dress and grooming, or how others react to
those aspects of themselves. They may misinterpret others'
expressions and gestures, and therefore, their intent, may have
poor sense of the size and shape of their bodies, and what their
bodies can do. Others may forget the names of body parts.
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(f) Social
Students with learning disabilities may have difficutty appreciat-
ing what different relationships give and mean to people, and
what different friends and relatives expect. They may not
understand the symbolic (or metaphorical) aspects of maturing
relationships such as substituting "keeping in touch" for direct
touching. Others may not have noticed that people negotiate
outcomes together, and so may be controlling rather than
collaborative. (Behaviours such as being repetitious, hyperac-
tive, resistant, passive, rigid, or forgetful can become controlling
although that was not necessarily their original purpose.) Some
may not understand how family relationships work such as what
a grandparent or in-law is, that people continue to be brothers or
sisters when they are adults, or after they are dead.

(g) Practical
Some may have no notion of why people organize their use of
time or their tasks, or that they take the expectations of the
important persons in their lives into account when deciding how
organized to be, how attentive to be and in which contexts, and
what events and items to remember.

5. Using Reflection/Imagery
Persons with LD may not realize that others use inner language
to preplan what they are going to say or do, to critique their
language and actions as they are saying and doing them, and to
reflect upon what they have done after it is completed, so that
their productions always are in the process of being refined. Nor
do they look at the total picture before undertaking a task; they
may fail to analyze conditions or identify salient relationships
upon which to base a hypothesis.

(a) Language
Some persons with LD may not realize that others preorganize
their language before speaking, choosing what they will say and
how they will say it based upon their own priorities and the
priorities they think their audience has, the impression they want
to make, the age and sophistication of their audience, what their
audience probably knows so does not have to be told, and what
they think their audience thinks of them. Nor may they realize
that people watch others' reactions to their language and ac-
tions, and change what they are doing or saying in process. As
a result, their language may be confusing to their listener be-
cause it provides too little or too much information, is too sophis-

r
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ticated or complex, or is unduly simple. Without meaning to,
they may be tactless, offensive, boring, or fail to address what
the audience was seeking; others may react to situations
impulsively without thinking about what response would be most
favorably received.

(b) Spatial/Temporal
Students with LD
may not be aware
that others
preplan their
tasks and use of
time, use prevent-
ative planning
such as taking
items to school
before they are needed or making lists, or that others have
contingency plans. Their productions, be they verbal, written,
vocational or instrumental, may not reflect the priorities of others
with whom they live or work. They may not problem solve the
way they do their tasks or their use of time, so that tasks are
combined and sequenced to conserve time and energy, and the
most important given priority. One adult with LD each day
purchased the ingredients for the lunch he took to work, rather
than buying a supply for several days. They may have difficulty
reconstructing their actions in order to remember where they put
something, may jump into tasks or games without listening to the
instructions, or before the instructions are completed. Others
may fail to preplan the ways they could use space, be it on a
page, in a book, or organizing items in their home.

(c) Visual
Some LD persons may fail to check their work, or modify their
productions in light of what they have learned from previous
successes or failures. Assignments might be a poor reflection of
teachers' or bosses' expectations in terms of length, neatness,
organization, content, or style.

(d) Knowledge of Body
Persons with LD may not preplan what they will wear, critique
the appropriateness of their attire or their state of cleanliness
and neatness, or may not take into advance consideration the
impact their gestures, movement, and use of social space will
have on others.

19
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(e) Mathematics
Some may attack a mathematics problem without a careful
assessment of what the language of the problem is requesting,
or may copy numbers and math signs incorrectly, and not notice
their errors.

(0 Social
Failing to take their audience into account before producing a
social behaviour is a problem for some LD persons. They may
not reflect on the impact of their behaviour on others, and modify
appropriately. As a result, their behaviour may be egocentric,
impervious, and inappropriate.

(g) Practical
LD students may not reflect on whether important tasks and
chores are being completed efficiently, on time, and sufficiently
well to be acceptable to friends, intimates. fellow workers, and
job supervisor.

Table 2 (pages 21 & 22) gives examples of how each
competency is manifested in cognitive behaviours.
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GENERAL PRINCIPLES THAT RELATE TO REMEDIATION

Remediation is a determination of the reasons why a student has
been unable or unwilling to tackle a task, and is unable to meet
behavioural and/or performance expectations. It is an analysis
of how the task has been presented, and the skills and back-
ground knowledge that are required to execute the task effec-
tively. These analyses are the most important aspect of
remediation, because failure to do any one task may have a
variety of possible causes. Some of the questions we might ask
ourselves are:

1. Does s/he pay attention to, understand and remember what
is expected of her/him? Does s/he understand the language
of the expectation?

2. Has s/he experienced so many failures in the past that s/he
is afraid to attempt the task and fail, or to express her/
himself lest s/he makes an error?

3. Is the task be it speaking, writing, an academic subject,
motor coordination, a chore or a social activity too com-
plex for her/him or too overwhelming?

4. Does s/he know how to organize the information, and
therefore, how to begin?

5. Does s/he have a notion of how long the task will take and
how to fit it into her/his schedule? Does s/he reprioritize to
ensure that important tasks and commitments are attended
to on schedule? Are tasks completed and commitments
honored?

6. Does s/he have the prerequisite knowledge? (Never as-
sume that s/he does, regardless or how old s/he is and how
knowledgeable in other areas.) Persons with LD have
unexpected gaps in their knowledge. Can s/he tell the time,
and does s/he understand what time is? Does s/he know
how people are related to one another? Does s/he know
what state and continent s/he lives in? Is s/he aware of
what zero means, of what a map represents, of what formu-
lae stand for?

7. Does s/he have the skills to do the task such as the coordi-
nation skills to print or write, or the spelling skills?

8. If s/he is unable to execute the task in the typical fashion, is
s/he aware of alternative possibilities?

9. Does s/he perceive the patterns such as (2 times 4) = (4
times 2) = (12 - 4), or notice word families, and the patterns
of sentences, paragraphs, poems, text chapters and stories?
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10. In what kinds of situations, and with which people do the
difficulties arise?

11. What usually happens before the problem occurs?
12. How do others respond? What happens as a result?

Remediation fosters an understanding of the patterns and
hence rhythm in spoken and written language, in the use of
space such as the layout of communities and the proportions in
art and music, in math, nature, science (e.g., achieving balance)
in history, in interactions and relationships and in the ways our
practical lives are organized. It includes a sense of the ways INA
pace and distribute tasks and information through space and
time. This might involve students determining the number of
equations they can generate that have "16" as an answer,
creating their own dictionaries so that they notire the relationship
between "understand", "misunderstood" and "understandably", or
between "bicycle", "bipartisan", "bipolar" and "biology", or noticing
the frequency whereby people repeat a topic or the amount of
time they spend in greetings and leave-taking. It might mean
planning the layout of one's art of printing in advance.

It encourages persons with LD to notice the patterns/niles of
language, mathematics, social encounters, time, relationships,
history, geology, nature and science. This might involve the
patterns of words that sound alike, of root words, spelling rules,
or multiplication tables, of the numeric system, the seasons, of
birth/maturation/aging/dying/rebirth, the cycles of the economy
and of politics, and the fact that everything in the universe
consists of systems within systems.

Each facet within a system, be it a number, word, cell, or tree,
needs to know its relationship to the other facets, and what it
eventually will 'aewme. The number needs to know how it
relates to the other numbers in the equation and what the
equation is meant to do. The verb needs to acquire its meaning
by determining how it relates to the other words in the sentence,
just as the sentence must determine its relationship to the other
sentences in the paragraph, the roots to the tree, the tree to the
environment, and so on.

People with LD learn written language most easily when they are
taught to recognize as many rules as the teacher can generate,
and provided them with poems, ditties or tricks that assist their
memory.
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Remedlation encourages the noticing of the differences
that make a difference. These might be the agents that supply
essential information such as math signs, tenses, punctuation, or
the way a letter faces. It involves encouraging the student to
use whatever techniques will help her/him to notice important
information, be it suggest-
ing that the student color
code the letters s/he
tends to reverse, place a
sheet of cardboard under
the line s/he is reading so
that her/his eyes do not
skip lines, or checks her/
his written work by start-
ing at the end and work-
ing toward the beginning. It might involve teaching the student
to recognize the times in a class or a semester that the teacher
conveys the most important information, and which phrases and
body stances s/he uses when imparting material that should be
attended to and acted upon.

It will involve making the student aware that there are some
aspects of information that s/he tends not to notice. This could
be: the middle sounds of written words, the ways people dress,
voice inflection, people's reaction to their behaviour, whether
someone's language is being metaphorical or literal, how others
organize their time, their belongings, or remember their impor-
tant commitments and the articles that they need to carry out the
indentation of a multiplication equation. The student learns that
s/he will have to make a point of noticing the aspects of informa-
tion that s/he tends not to notice, although people who do not
have a LD can take the same information for granted.

Remediation includes the analysis of which approaches to
tasks in every area of functioning result in acceptable
outcomes. This includes a determination of the ways that such
approaches are modified to suit the context. Context includes
the priorities, values and mood of one's actual or imagined
audience, the time one has and the setting. Effective teachers
also are explicit about what they are looking for in an assignment
or examination, and how it will be marked. They share with their
students the percentage of marks that will be allocated for
content, style, neatness, and length, etc. Some teachers
delineate the attributes of an 'A+' assignment, of an 'A' assign-



.ment, of a 'C' assignment and so on. Some list the areas they
want covered in an examination question. This provides focus.
It does not compromise the student's writing of the exam be-
cause s/he still has to convey what s/he knows.

Remediation promotes symbolic thought and generaliza-
tion. Teachers foster the learning of concepts by encouraging
students to find the concepts that connect ideas, both within and
between areas of knowledge. This might involve children
creating a thesaurus and discussing the similarities and differ-
ences between words, or comparing words such as "prefix",
"present" and "preset", and comparing words in different dialects
of their own language and between languages that have similar
origins, or tracing the history of a word and its variants.

It might involve the study of punctuation and boundaries includ-
ing an examination of the ways that we create boundaries for
words, sentences, paragraphs, chapters, books, and the ways
that spoken language, mathematics, history, geography, sci-
ence, space, time, relationships and social encounters are
punctuated and bounded. It might involve looking at the ways
that change occurs in each of these spheres or how they
achieve balance.

When a student has learned ways of attending to and remem-
bering important information, of organizing tasks and time, of
noticing how others do so and modifying her/his approaches
accordingly, effective teachers then encourage generalization.
They might ask him or her how they might attend to or remem-
ber important aspects of chores, social relationships, of subjects
being studied, and how they might apply the memory strategies
used in one sphere of functioning to another. A parent might ask
a child how s/he might preorganize a chore, using what s/he has
learned about preorganizing the writing of an essay.

When a student has learned how to spell a word, sthe practises
using it in sentences and stories before learning to spell another
word, and practises a mathematical concept or skill in a variety
of problems before learning another skill. This has been called
"overlearning".
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Remedlation provides the amount of structure that a stu-
dent needs but not more. As the student increasingly is able
to plan and organize for her/himself, the teacher reduces the
amount of structure s/he provides. Structure is the amount of
organization/focus, cueing, and predictability a student requires
in order to meet demands. One teacher found that by drawing
boxes for the letters a student had to print helped her to fit all the
letters onto the page. Another teacher solved the problem of a
student's mathematical equation running into one another by
having the student draw boxes around each equation. Yet
another encouraged his student to make lists of what he had to
do the following day, and another had her students outline what
she was going to speak and write about, before beginning, and
to preorganize the writing of a test.

In some instances, tasks, such as the tying of shoes, can be
broken into smaller steps. Tasks be they addition or bed
making can be modelled by the teacher or parent. The adult
verbalizes the steps as s/he does them, then the child tackles
the task verbalizing the steps aloud. Some students only learn a
task if they are taught one step, master it, then are taught the
successive step, and so on, be it dressing themselves or learn-
ing to use a computer or to swim. They become overwhelmed
by lengthy instructions, and forget them. This does not replace
the teaching of the underlying concepts, but dces teach the
technique. When students are encouraged to see the patterns
and rhythm/distribution of information and events, this enables
them to perceive the structure and outcome. The resultant
predictability makes them more comfortable, better able to
attempt tasks, and to deal with change.

When we determine the amount of structure each child needs,
the scaffolding and protection we provide will vary considerably
from student to student. One student may need to work in a
quiet place or in his own mini "office". Others will need to be
watched for signs when becoming too excited, upset, or over-
whelmed. Yet others will need a change in routine described in
detail in advance. Some will need explicit instructions, while
others understand what they are asked to do only if the language
used is brief and to the point. When students work in groups,
effective educators ensure that each student knows precisely
what is expected of her/him, lust as s/he ensures that students
comprehend and can execute all the expectations they encoun-
ter in the course of a school day.
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Structure also involves protecting children from stimulation they
are unable to handle, from information and decisions that are
inappropriate for children to be involved in, from situations that
involve physical danger, from expectations they are not yet able
to meet, or from impulsive behaviour, anger and other loss of
control. It involves our modelling the extent to which situations
should be upsetting. It includes being the student's advocate
with fellow teachers, administrators, other students, and possibly
the community. It means adapting the schedule, equipment,
classroom layout and rules, in order to increase the student's
comfort. It provides the focus and containment that all children
need, and that children who tend not to notice patterns,
interpret each situation and demand as novel and consequently
are stressed require in greater measure. Our goal with all
children should be to make them aware of the types of situations
in which they need structure, and to provide it for themselves.
When too little structure is provided, persons with LD may be too
confused and anxious to learn or comply. When more structure
is provided than the person requires, then s/he tends to become
dependent.

Remedlation involves taking students where they are at.
This means that, regardless of their age, there may be a concept
that they do not know, a metaphor they do not understand, or a
simple word that they misinterpret. They may lack the motor
coordination to do complex tasks with ease and grace, may only
be able to master a less demanding task, or to learn the skill
step-by-step. However, in other areas of functioning, they are
likely to have no difficulty with complex or abstract tasks. Some
persons with LD may never be able to spell a foreign language
well, but may be able to learn
to speak it. Others experi-
ence as much difficulty
perceiving and remembering
the sounds and inflections of
a foreign language as they
do those of their own lang-
uage. Nonetheless, some of
them may be able to learn to
write the language. Some
students with LD have great
difficulty with mathematics,
but are exceptional speakers
and writers, artists, or musicians.
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Effective educators allow students to progress in the areas of the
curriculum in which they can cope, while not being held back by
what they are unable to do well. They ask themselves what it is
they can get from their students, if the students are unable to
meet age-expected demands. They allow students to convey
their knowledge in whatever fashion the student Is able. They
rank the attributes they are marking in importance, so allocating
more marks for concepts than spelling, or give separate marks
for each. They find ways around problems such as teaching a
student with coordination problems to type, while still attempting
to teach her/him to write.

RemediatIon fosters a sense of audience. This might involve
having students with LD tutor fellow students or younger stu-
dents, and become involved in volunteer work. Remedial
teachers empathize with their students' experiences, and
comment on them, That must have been difficult", "You must be
so pleased", or "I noticed such and such happening to you", in
order to model other-centered behaviour. They also promote
give and take, compromise, and negotiated teaching, which
provides a sense of working toward outcomes that must be
acceptable to everyone involved. Compromises also entail an
assessment of which values one can and cannot relinquish.
Effective teachers encourage students to preorganize what they
are going to say in light of the impact that they want to make on
others, and others' values, e.g., for grammatical language, no
swearing, etc. They ask students to restate what they have said
more tactfully. They ask students what they think their teacher
expects on an assignment, and whether the assignment they
presently are doing will or will not please their teacher, and why.
They discuss who an author's probable audience is and the
reasons for their assumption. They discuss what the author
assumed her/his audience knows, and therefore, omitted from
the text.

Remediation promotes self knowledge and alternatives.
Students learn to recognize the approaches they use that are
adaptive, and what they do that is counter-productive. The latter
might be not having noticed what others expect, not checking
out their notion of what the expectations are, not checking their
work with sufficient care, not noticing how others dress or how
they react to one's interactions, approaching tasks, games and
social encounters impulsively, not repairing one's errors, or
becoming overwhelmed by expectations. They learn to ask
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themselves whether there is another approach they have not
considered, another explanation to the one they have assigned,
or a trick that would get them over the hurdle, such as a trick
that would prompt them to begin an assignment, or to complete
it on time. Students increasingly are encouraged to invent their
own interventions, to evaluate, and modify them. They are
supported in attempts to explain to others the modifications they
require if they are to function successfully to become their.own
advocates. Effective remedial teachers continuously turn the
problem over to the student. They also educate and support
mainstream teachers and parents so they can assume increas-
ing remedial responsibility. They elicit the support of fellow
students, administrative staff, and the community in the collabo-
rative process of promoting growth and change.

Remediation uses areas of strength to bolster areas of
weaker functioning, e.g., persons who do not remember how
to find their way around a city might learn to talk their way
through space and use stable landmarks. Those who forget how
a word looks might trace it with their finger, cut it out of sandpa-
per and trace it, write it on their skin with a wet paint brush, or
trace it in sand while saying it. Others might remember spatial
configurations by verbalizing them, "It goes up like stairs".

While we are remediating, we also are teaching the person to
compensate. We do so because s/he may never become
superbly functional in her/his area of deficit. We also do so
because everyone uses compensations or crutches such as
shopping lists, notes on the door, or leaving the items we need
to take to school or work at the door the previous night. Stu-
dents with LD are encouraged to notice the compensations
others use, to decide which ones they will use, and to critique
them. They also are encouraged to modify their compensations
as contexts change, such as changes in their memory as they
age or are stressed, or in the items they are expected to remem-
ber.
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GLOBAL STRATEGIES
There are many general approaches that help the LD

students in their weak areas, many of which fall into the
behavioural approach. The most significant ones include
positive reinforcement, immediate and specific feedback, task
analysis, rehearsal and practice, and structural development of
remediation.

Most LD students have a history of failure. Therefore, before
academic programmes can be expected to be very successful,
LD students need to experience positive reinforcement. This
positive reinforcement should be both general, e.g., "It's nice to
have you in our class Mary," and specific, e.g., "You have
spelled eight words correctly on your spelling quiz, Mike, great!".
Few people tire of positive reinforcement, least of all the learning
disabled student. Behavioural strategies that make success a
frequent experience are task analysis and structured approach.

The first step in developing a task analysis is to decide upon the
final goal you have set for the student in the area of concern.
This is followed by the next steps:

1. state final goal in behavioural terms;
2. determine all the prerequisite subskills required;
3. examine each of these subskills to determine whether there

are less demanding skills the student needs to know;
4. continue with step three until you reach the student's entry

level the point where the student already knows how to
perform the skill;

5. plan the remedial unit, starting from the lowest level of skill
and working up to the final goal. Figure 1 is an example of
task analysis. The planning starts with "6. Student can spell
words of two syllable length in any written exercise" and
works down through the necessary subskills to the entry
level at "1. Student can write any letter of the alphabet."
The teaching starts with a review of skill one and works up to
mastery of skill six.

This model not only ensures that the teacher does not ignore
prerequisite skills, but also that unnecessary skills are not
taught. Task analysis leads naturally into a carefully struc-
tured remedial program.
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Figure 1

A Learning Hierarchy for Spelling

6. Student can spell words of
two syllable length in any

writing exercise

5. Student can spell compound
words of two syllables;

e.g., pathway

4. Student can spell words
of one syllable;

e.g., goal

3. Student can write
discrete components

of word in
appropriate sequence

2. Student can equate each
sound in word with the

appropriate letter or letters

1. Student can write any letter
of the alphabet
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Rehearsal and practice involve structured practice of specific
behaviours. The goal of this approach is to enhance skill
acquisition and maintenance after the LD student has learned
the basic skill. Worksheets that are part of seatwork and
homework are essential for the LD student since they need more
practice than the non-handicapped student if they are to internal-
ize basic skills like spelling, multiplication tables, and verbal
decoding.

Immediate, specific feedback provides reinforcement to the LD
student on a regular basis. It ensures that the student does
not waste time waiting for feedback, nor continues to do work in
an incorrect manner.

Mastery learning approaches demand that the student learns the
skill at a ninety to ninety-five percent success level. Programs
presented at an appropriate speed and level accompanied by
quick feedback offer success to the LD student.

A second general approach to remediation is based on cognitive
skills. This includes modelling, peer coaching, mnemonics,
study skills and so on. Modelling involves teachers showing
students how to think about doing a task, and involves students
practising the same behaviour. Few LD students know how to
think about solving problems, and unfortunately many teachers
do not show them how. For example, if the student is asked to
multiply 24 x 8, the teacher would not just remind them of the
eight times table
and how to carry,
but would also talk
out loud to model his
/her thinking for the
student: "Eight
times twenty-four is
my problem. Well I
will write it down on
paper with the
twenty-four on the
top line and the eight under the four. Then I will draw a long line
under the problem. Next I multiply the four by eight and put the
two in the ones column and carry the little three above the two in
the tens column. Then I multiply the two by eight, get sixteen
and, oh yes, I have to add the little three so I get nineteen. Then
I write down the nineteen in the hundreds and tens columns.
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The answer is one hundred and ninety-two. I had better check
my answer. Yes, that is right."

Study skills are important for the older LD students. A great deal
of practice and review is necessary for the LD student if he/she
is going to remember material under the pressure of quizzes and
examinations. The following methods are suggested to help LD
students study and remember more effectively:

1. Intensify Attention.
Underline important
points in texts, attend
to the dominant
features of maps,
colour-code frequently
occurring themes.

2. Mnemonic Devices. These help students remember
unfamiliar material by connecting it with that which is famil-
iar. Words and sentences formed by the first letter of each
concept are helpful. For example, in Canada, the acronym
HOMES is a reminder to the student of the five great lakes

Huron, Ontario, Michigan, Erie and Superior. UNESCO is
a word that stands for United Nations Educational, Scientific,
and Cultural Organization.

3. Chunking Information. Most people can work with five to
nine bits (or chunks) of information at the conscious or
working level. In order to increase the actual amount of
information a 'bit' represents, you have to group attributes
together. For example, a seven digit number (4021975) may
use up all of a student's working memory if each number
takes up one bit. On the other hand, if the first three num-
bers can be grouped as one (the first three numbers are the
area telephone number), and the second four as one (the
year your daughter was born), you have only used up two
bits of information and so have five more bits of working
memory available in conscious memory. In this case, the
number can be incorporated into a larger segment of infor-
mation. An example might be: "My uncle's phone number is
4021975. He lives in Belgium."
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Another way to help LD students group information is to
show them how to use a semantic map. If students are
studying the geography of their country, this is one way to
organize the information. They start with the main topic in
the centre, group the essential attributes into five to nine
spokes, and then fill in more specific features as shown
below.

In using this approach to retrieve information, the central
topic is given in the question. This then triggers six main
subtopics, each of which brings to conscious memory four to
five smaller issues of content which can then be discussed.
Each aspect of this answer is linked to others which are
retrieved from long term memory.

4. Rehearsal. Learning disabled students have to rehearse
both strategies and information more frequently and effi-
ciently than non-LD students, in order to internalize basic
knowledge. Auditory approaches involve listening carefully

BEST COPYAVAil
API r
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and then repeating the material. This can include directions,
spelling words, multiplication tables, etc. Saying information
aloud can reinforce the material that needs to be learned.
Tactile or touch approaches can also involve the body in
learning. Writing individual words or groups of words on
one's back introduces another way of using one's senses.
Spelling words in the sand or on the pavement is helpful.
Visual approaches are essential to all basic subjects. In
addition to copying basic information, imagining connections

in a bizarre
visual form can
introduce
rehearsal in a
different
manner. For
example,

imagine a big slithery snake spelling the word SNAKE, or
flames shooting up to spell FIRE.

5. Practice. As much practice as the LD can find time for, the
better. Correct spelling, additional vocabulary, reading,
arithmetic computation, etc., all need to be internalized so
the LD student does not have to spend time on basic skills
when cognitive, creative skills are required. If the LD
student is older, encourage him/her to help younger children;
if computers are available, encourage the student to use drill
and practice software.

SPECIFIC STRATEGIES
Given the general principles and suggestions on global strate-
gies described above, we will now return to Table 2 to provide
more specific remedial suggestions in each of the seven areas of
intellectual competencies.

1. Language
Language is the most essential of the intellectual competencies.
It is usually composed of four individual abilities: listening,
speaking, reading, and writing with development occurring in this
order.
a) Listening
Listening involves attending, processing information, and having
enough knowledge of vocabulary and content to put a speaker's
speech into a meaningful form. Learning disabled students often
do not attend effectively and so even if they have the other skills,
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they do not understand the discourse. Problems with attention
and distractibility are found in many LD students. There are
many ways that help alleviate this that include:

i) reduce verbal distractions. Have the student sit in a quiet
part of the classroom, practice listening to only one other
student, then to a small group;

ii) have the student maintain constant eye contact with the
teacher or peers that are talking. if your culture does not
encourage eye contact (e.g., the North American Indian), sit
beside the student and speak quietly so he/she has to attend
if he/she is to understand what you are saying;

iii) have the student sit close to the front of the class--this
naturally blocks out much distraction;

iv) schedule difficult lessons when the student is most alert;
v) allow the student to move around if this helps him/her

concentrate; and
vi) give short assignments and try to provide immediate feed-

back.

Listening also involves being able to process discourse. This
includes hearing words clearly, perceiving them accurately, and
remembering the passage in order. LD students do not have
hearing difficulties as a primary disorder, but some do have
problems with auditory discrimination. For example, a student
may confuse the words 'patience' and 'impatience*. You can
help a student by facing him/her, saying the words distinctly, and
speaking slowly so he/she can process all the parts of the word.
Perceiving the words clearly can be difficult. Transposing
sounds is a well-known problem for the LD student, You may be
talking about 'form' but he/she will hear 'from', These students
are helped by repeating words or by listening to words on a tape
recorder. Another approach is to say one word, follow it by a
pair containing the original one, and then asking the student to
identify the correct one. For example, say 'school'; then say
'spool and 'school', and finally, ask the student which word you
said originally.

The last important skill in process!ng discourse is being able to
remember a sequence pattern. For example, the teacher may
say, "Good morning children, take off your coat, come to the
circle, and we will talk about our day." The student may remem-
ber each part of the instruction but not in correct sequence, so
he/she may come to the circle, and then take off his/her coat.
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Or he/she may only remember the first and last phrase and not
know where to go. This student can be helped by embedding
the instruction in a classroom routine. If this opening activity is
always the same and you express it in the same verbal manner
each morning, the LD student can learn the sequence. Once
this is accomplished, you can add additional parts or change the
instruction, one part at a time.

The third aspect of listening involves knowing the vocabulary
and context in which it is being used. Experiential approaches to
language are helpful because the student can use words and
experiences she or he is familiar with. If she has just had a
birthday party, she will listen more carefully to a story about a
classmate's party or about a party in the story the teacher is
reading.

Listening is often a problem for the LD student because the
discourse is too complex, the words too difficult, the sentences
too long, and the concepts not fully understood. The student
may understand the parts, but is unable to construct the whole.
For example, if the teacher is talking about 'black holes', the LD
student will understand the individual words but not know that
the teacher is talking about dungeons.

b) Speaking
Speaking is the second aspect of language with which the LD
student has difficulty. By the time a student is in grade one,
most students can speak approximately 3,000 words and
understand 15,000. Effective parents have expanded their
children's language by using their vocabulary and context, and
modelling an extension. For example, the child may say 'Me
want milk" to which the mother replies, "Yes dear, you want
some milk". There is never a negative response from the
mother, but a model of a better way of saying the same thing.
This approach to expand language by the teacher is also appro-
priate especially when the goal is to help the LD student use
correct grammar. An example a grade 3 teacher might use is:

Student: "Me need crayons"
Teacher: "Yes Mike, you need some crayons"

The teacher can increase the salience of the correct response
by saying: "I will get you some if you say 'I need some cray-
ons'".
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This is using both Cognitive (modelling) and behavioural (positive
reinforcement) approaches to help the student improve his/her
language.

In the previous section on listening, we suggested that providing
a routine for when and what language is appropriate was helpful.
The LD student can improve his speaking in much the same
way. For example, all children can be expected to say, "Good
morning", talk about their day, join in choral reading, and repeat
instructions. Answering orally to a teacher, or peer, or using a
tape recorder if that is available, and then counting the number
of words used can be an effective means of evaluating both
correctness and quantity of spoken language.

Summarizing events or passages read by the teacher or peers is
an excellent way to improve both speaking and reading compre-
hension. This will be expanded in the reading section, but
suffice to say that summarizing is rarely expected in the regular
classroom. But when it is, the LD student gains in all aspect. of
language.

c) Reading
There are three essential aspects of readir decoding, compre-
hension, and speed. The LD student may have difficulty with
each. Decoding is the first and most crucial skill. If the student
does not have this skill, he/she needs to use most of his/her
working memory figuring out letters, syllables, words, and
sentences. Basal programs that are well structured are usually
most appropriate for the LD students. The first step is to match
sounds to letters and to rehearse until it is automatic. After this,
combining consonants and vowels in ever increasing quantity
allows the teacher to build up the students repertoire. For
example, start with 1. CV and VC combinations (ta, at); 2. CVC,
VCC, VCV, VVC (cat, off, ate, eat); 3. CVCV, CCVT, CVCC
(late, clot, kiss) and so on. In some languages, there are also
syllables and words that do not follow the sound/letter sequence
and require practice with sight methods. For example, sight
where the 'ight' makes the 'it' sound, or thorough where 'ough'
makes the 'ow' sound. Many schools have books that have
ordered letters, syllables, and words for you to use in working
with LD students.
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In addition to learning how to decode sounds and words, the
student also has to learn the meaning of the vocabulary and
comprehend the entire sentence, paragraph, and passage.
Research has shown that students are able to learn and remem-
ber material they are familiar with more efficiently than ataterial
with which they are unfamiliar. For example, most countries
have a sport that is popular across the nation. Learning words
that identify with that sport and reading stories about it make
reading more interesting. In Canada, hockey is our national
sport. Words like 'puck', 'stick', 'goalie', 'team', 'ice' are usually
easy to learn because they are already in the lexicon of most
students.

In addition to teaching LO students the sounds that make up
words and the vocabulary that leads to comprehension, it is also
important to make the student personally responsible for his or
her own approach to reading. Reciprocal reading is an approach
that focuses on making students move from being dependent to
independent in their reading activity. Palinczar has developed a
program that includes four aspects:
i) summarizing where the student is asked to summarize

the passage being read;
ii) questioning involves asking who, what, when, where,

how, and why, such as 'what are we reading?';
iii) predicting asks what is coming next or what is the title of

this story and so on; and
iv) clarifying which asks the student to define difficult words

or shows how to use context clues.

An example of this from the text would be, "A snake's body is
very flexible, it can bend and twist very easily." The student then
defines 'flexible' as 'something that can bend and twist easily'.
The essential goals of this program are as follows:
i) to understand the purposes of reading, both explicitly and

implicitly;
ii) to activate relevant background knowledge;
iii) to attend so that concentration can be focused on the major

content at the expense of trivia;
Iv) to evaluate content critically for internal consistency, and for

compatibility with prior knowledge and common sense;v)to
monitor ongoing activities to see if comprehension is occur-
ring by engaging in such activities as periodic review and
self-interrogation;
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vi) to draw and test inferences of many kinds, including inter-
pretations, predictions, and conclusions, and

vii) to move from a dependent to independent reader.

The following two passages show how a group of grade six
learning disabled students grew in skills from dependence to
independence:

TEXT: Spinner's mate is much smaller than she is, and his
body is dull brown. He spends most of his time sitting at
one side of her web.

CHARLES: (No question)

TEACHER: What's this paragraph about?

CHARLES: Spinner's mate. How do Spinner's mate...

TEACHER: That's good. Keep going.

CHARLES: How do Spinner's mate is smaller than...How
am I going to say that?

TEACHER: Take your time with it. You want to ask a
question about Spinners mate and what he
does, beginning with the word "how."

CHARLES: How do they spend most of his time sitting?

TEACHER: You're very close. The question would be, "How
does Spinner's mate spend most of his time?"
Now, you ask it.

CHARLES: How does Spinner's mate spend most of his
time?

Here, the teacher directs the lesson by asking 'what' and 'how'
questions. The student is dependent on the teacher for the form
of the question, and for understanding how to get information
from the passage. In this next passage, some weeks later,
Laura has taken over the teacher role and Is asking clarification
questions and making predictions. She has become a more
Independent reader, and the teacher's role is to move the action
from student to student as they demonstrate their growing
independence.
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TEXT: The second oldest form of salt production is mining.
Unlike early methods that made the work extremely
dangerous and difficult, today's methods use special
machinery, and salt mining is easier and safer. The old
expression tack to the salt mine* no longer applies.

LAURA: Name two words that often describe mining salt in
the old days.

KIM: Back to the salt mines?

LAURA: No. Angela?

ANGELA: Dangerous and difficult.

LAURA: Correct. This paragraph is all about comparing the
old mining of salt and today's mining of salt.

TEACHER: Beautiful!

LAURA: I have a prediction to make.

TEACHER: Good.

LAURA: I think it might tell when salt was first discovered,
well, it might tell what salt is made of and how it's
made.

TEACHER: O.K. Can we have another teacher?

The last aspect of reading involves speed. Many LD students
become proficient in decoding and comprehension, but they
continue to be slower than the average student, Rough esti-
mates of appropriate speed are 86 words per minute at the
grade two level, 155 at grade four, 206 at grade 6, 237 at grade
8, and 251 at grade 12. Learning disabled students often require
two to four times longer. One of the most effective ways to
increase speed is to have students read aloud daily for two
minutes. The teacher will time them and ask them to count the
number of words they have read and then graph them. The
words they read can progress from single syllables, same words,
different words, phrases, short sentences, Increasingly more
complex sentences, and whole passages as they become more
efficient readers. This technique is effective and fun for most LD
readers.
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d) Writing
The last aspect of language is writing. Many LD students
become skillful in speaking, listening, and reading, but continue
to have problems with writing, especially as they get older and
the writing demands increase. A basic approach to improving
writing is to have students write more. Scardamalia and Bereiter
have observed that LD students spend considerable time (one to
two years) writing before the quality of their work improves.
Students with learning disabilities usually need practice in both
the technical and narrative aspects of writing. In the previous
reading section, we discussed the importance of speed in
aspects of language. Fluency in writing is also required. Timed
exercises as described in reading are also useful. Having
students write anything for two minutes increases their quantity.
You may want to structure this as you did with reading, starting
with single letters, words, and sentences. This introduces an
automaticity into writing that is necessary before LD students
become fluent writers. It also introduces students to observing
and practicing the patterns in writing.

The technical aspects of writing include punctuation, handwrit-
. ing, grammar or style of writing, and spelling. LD students need

to understand that the rules of punctuation are important not just
in making their writing look well, but also to mark the language
groupings that aid comprehension to reduce the complexity of
the task. The most basic rules of punctuation are that sen-
tences start with capital letters and end with periods. Within
sentences, commas break up the parts that help the student
read and write in rhythm. Understanding this helps the student
organize his or her work and that of others. Once the students
can use the basic punctuation rules effectively, they can go on to
use more complex forms such as semi-colons, colons, quotation
marks, question marks, exclamation marks and so on.

Handwriting is important for both the reader and writer. Many
LD students have problems with line motor coordination skills
that interfere with adequate writing. Approaches that can be
helpful are:

i) to practise with large lined sheets of paper, copying words
that the teachers have modelled, many times over;

ii) use manuscript rather than cursive form when writing. Letter
by letter is often clearer and just as fast once the student
has practised often enough to become fluent. If the student
feels this is a form that only young children use, teach him/
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her to join letters a form of print that works well and is
easier than learning the cursive form, e.g., turn becomes

school becomes

Many LD students need considerable practice in both spelling
and decoding individual words. This is often referred to as over
teaching and over learning. The words that require this ap-
proach are those that are most frequently used in both reading
and writing. Table 3 indicates an example of high frequency
words. These words account for approximately 58% of the word
count in reading and writing. Many LD students have difficulty
with these simple words and need to 'over learn' them. Single
word worksheets as shown in Figure 3 offer students opportuni-
ties to practice words they have difficulty with, both at home and
at school. This approach encourages LD students to attend and
remember words through giving them practice in visual discrimi-
nation, visual imagery, and kinesthetic experience.

Table 3

One hundred words most frequently written by elementary
school children in grades one through six

the had very see and
said if well I like
not an a but be
now to have little dog
was got could people in
were home over it are
this by he at down
man we me can big
my go back into of
up as come is all
about has on with them
did you day saw play
they this house once that
out two too were would
mother their when get from
off then him our or
for her what your she
came do know there some
time dad one because just
around so going after us

(These 100 words and their repetitions account for 58% of the total word count)
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NAME;

Figure 3

Example of a Single Word Work Sheet

Talking

1 He gets into trouble because
he is always talking.

2 Look at the word "talking".
Close your eyes and picture it. TALKING
Does the picture in your mind
match the word?

3 Circle all the correct spellings
of "talking".

talking telling talking
walking taking tolling
balking talking stalking
baking tilling talking

4 Ejain the missing letters. talkin talk
talk tal
t _king to
t _ing

tamnloktinbgztylalokindgcgptalqrksinig
tailing talkimg talking
talking talkiny tailing
takking talking talkin
talking talkeng taling

7 Trace over each word Fn I k j 1 ' :

5 Circle only the letters in
each row that spell "talking".

6 Ckleall the correct
spellings of "talking".

pattern.

8 Write the word "talking"
Three times

9 Turn the page over and
write out the word "talkingTM.
Check it.

1

2.
3
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Grammar may be a serious problem for the LD student. Agree-
ment of verb tense throughout a written passage and agreement
between subject and predicate (noun and verb) are the most
basic errors made by LD students. Most teachers do not
penalize students for these, but they should correct them. While
these errors are found so frequently, many LD students do not
have a correct imprint to refer to when they are writing. This is
especially true when they are in whole language programs that
use students' writing as their reading base rather than commer-
cial materials. Students should practice correct grammar forms
through continual repetition and thorough knowledge of the rules
that govern correct grammar.

A frequently used cognitive strategy for LD students who need
techniques for technical editing is COPS. This approach has
been developed in the learning disability institute at the Univer-
sity of Kansas (Schumaker, Deshler, Alley, Warner & Ellis).
COPS is a mnemonic that helps LD students remember (and
thus be responsible for) the essential aspects of editing.

C represents Capitalization;
0 represents the Organization and Orderliness of the

story;
P represents Punctuation; and
S represents Spelling.

Whon a student finishes the first draft of a written passage, he/
she should then 'do a COPS' for technical correcting. The
Coacher may have to remind the student to do this initially, but
eventually it should become internalized.

The following passage is an example of the first draft of a free
form poem. This grade eight student had good creative skills,
but his technical skills in writing were very weak.

"A old man unwanted with nothing left but a cold fittil.
two broken string and out of loon just like the fittel hes
broken harted and behind in times. Live on old man live
on."

Here is the final draft of the same poem. The essential
remediation here involved reminding the student of basic punc-
tuation and capitalization rules, and practising two spelling
corrections fiddle and heart.
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An old man,
Unwanted,
With nothing left
But an old fiddle,
Two broken strings
And out of tune.

Just like the fiddle
He's broken hearted
And behind the times.
Live on old man.
Live on!

The narrative and expository aspects of writing also need to be
assessed. Young LD children often show good oral language; in
fact, the discrepancy between their written and spoken language
may be one of the ways of identifying students as learning
disabled. As these same students grow older, however, they
have fewer experiences with written and oral language. Adults
do not read to them, and their own ability to read and write is at
a much lower level than their developmental age would predict.
Non-handicapped students are not always taught how to write
well, but most pick up skills spontaneously; students with
learning disabilities need to be taught directly. For example, if
an older student is expected to answer questions on a test in
history, he or she should know how to summarize important
topics in the course and retrieve them at examination time (these
skills were discussed earlier in the reading section). If the
student is expected to answer a question that asks for an
opinion or argument, the student should be directly taught a
structure. For example, the teacher would teach the following
format:
i) opening statement of student's opinion on the question;
ii) three statements that support the opinion;
iii) statement of contrary opinion;
iv) reconciliation of contrary opinion and student's own;
v) concluding statement that reaffirms the initial statement.

Many learning disabled students have poor organizational skills
and poor sense of time. If the teacher expects them to do a
project in science, the specific content may not be the problem.
What is involved in the project, how it is to be organized, and
what time frame is required are often more problematic. A
student who has difficulty with attention and perseverance may
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be in trouble before he/she even starts. Judging what is possible
and planning a personal timetable will be essential. The teacher
often needs to help the LD student plan these features. For
example, if the grade five project demands five hundred words
with illustrations and must be submitted to the teacher at the end
of the month, the LD student will need organizational support in
several areas. The first is time. The teacher has assigned a
project at the beginning of the month so the student has four
weeks to complete it (lots of time, he or she thinks). If this is to
be a successful experience, however, the teacher has to help
the student find a topic, design a cover page, show where to
look for reference materials, decide on illustrations, decide what
to include, develop a timetable for meetings with the teacher,
and a personal timetable so that everything will be done within
the month. All students would benefit from this, but for the LD
student, it is essential.

Narrative writing is part of the language program for many
students from grade one through secondary school. We dis-
cussed some of the technical support skills earlier; now we will
address the composition itself. In many countries, students are
asked to use their own experiences from which to develop
stories. For those whose creative skills need to be augmented,
brainstorming ideas and vocabulary can be especially helpful for
the learning disabled student. The following example was
helpful with a young LD girl:
i) Find a title: The Monster.
ii) Think of at least eight words that go with the idea 'Monster'.

Write them down (check their spelling).
iii) Number your words in an order that you would use them in

your story. Cross out any words you do not want to use.
iv) Write your story. Read it to someone.
v) Do a 'COPS' to check your spelling, grammar, and punctua

tion. Correct your mistakes.

Words: 1. scarry ugly
4. stupid antennae
2. 72 eyes gross
7. cute 6. big feet
5 weird 3. ten arms and legs
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"Once there was a scarry monster who had 72 eyes he
had ten legs and arms. I don't think he is very smart
amatterofact he was weird. Well anyway one day he
started school. nobody new him and nobody liked him
either. They called him big feet. But in the end he was
very smart. And they called him cute. And did you
know right now that same monster is your dad."

In this case, the initial brainstorming helped the student with both
ideas and vocabulary to use in a creative story. The vocabulary
items were correctly spelled and putting the words in order
helped bring order to the ideas. This young girl (eight years old)
was creative, but she had difficulty with spelling and organizing
ideas. This approach helped use her strengths while getting
support in her weak areas.

Process approaches to writing can be both flexible and struc-
tured. One writing program for narrative writing is the grid model
developed by Crealock.

i) The first stage is the development of the grid. This can be
whatever size suits the capabilities of the student, e.g., 5 x 4
for young students (six to nine years), working up to 10 x 7
for older students (ten years and older). The horizontal
components involve generic parts of the story (plot, main
character, time, setting, etc.) while the vertical components
offer specific content choices (comedy, my brother, mid-
night, the ocean, etc.).

ii) The teacher or student can give students a set of random
numbers that will determine the story formula.

iii) The worksheet included here is completed with space for
outlining the story.

iv) Begin to write. Each sentence should be on a separate strip
of paper. This is done because it is easier for the LD
student and the teacher to correct technical errors, content,
and organizational aspects of the narrative.

v) The next stages involve the LD student editing the passage
for content and subsequently for COPS.

vi) Writing or typing of the final copy.

Below are examples of a grid, and work sheet.
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Name:

Figure 4

Grid Work Sheet

Date:

Story Element Number Specific Element

Main Character (male) 5 Principal
Main Character (female) 6 Marie
Plot 0 drama
Time 1 year 2000
Setting 9 in the bus

Story Outline

2. Mathematics
While students with learning disabilities are usually first identified
because of their reading problems, the correlation between
reading and mathematics is high for many students. They both
are languages: one primarily qualitative, the other quantitative.
Mathematics demands the same essential features--knowledge
of basic skills, conceptual understanding, and speed. Learning
disabled students may have problems in one, two, or three of
these elements.

It has been estimated that lack of competence in the four
computational skills (addition, subtraction, multiplication, division)
account for 90% of the difficulty experienced by adults in every-
day life. In order to be functional in these skills, LD students
need a great deal of rehearsal, repetition, over-teaching, and
over-learning to ensure that these skills become internalized and
come automatically to the student as needed. Because learning
these basic skills often become monotonous, it is important to
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include games, concrete and abstract materials, multisensory
approaches, and problems the students themselves bring to the
learning situation. Most of the mathematical programs indicate
an appropriate sequence that the teacher can follow, It is
important, however, to discover at what point the student is
having difficulty.

Counting is a necessary beginning for addition and multiplication.
Counting by l's, 2's, 5's, and 10's underly addition facts and are
probably why doubles are so readily added correctly by the LD
student. Adding doubles (8 + 8) is easier and faster than adding
different numbers. Therefore, teaching LD students to manipu-
late numbers into doubles improves their accuracy and speed.
With a problem like 5 + 7, teach the student to convert the
numbers to 6 + 6; 5 + 8 to 6 + 6 + 1. Another important conver-
sion is any problem where a number can be converted to 10.
Examples of this is changing 9 + 6 to 10 + 5. A third conversion
involves position. LD students need to understand that 2 + 6 is
the same as 6 + 2 and that it is more efficient to count on to the
bigger number, i.e., 6, 7, 8, rather than 2, 3, 4, 5, 6, 8, 7.

Multiplication is even more dependent on counting than is
addition. When students understand the relationship between
counting and multiplication, their ability to quickly answer prob-
lems that involve these facts is improved. The following matrix
involving zero to ten in counting and multiplication, increases the
students' understanding of numbers, and makes them
less dependent on rote learning.

Table 5
Matrix Showing Relationship between Counting

and Multiplication

0 1 2 3 4 5 6 7 8 9 10
0 0 0 0 0 0 0 0 0 0 0 0
1 0 1 2 3 4 5 6 7 8 9 10
2 0 4 6 8 10 12 14 16 18 20
3 0 3 6 9 12 15 18 21 24 27 30
4 0 4 8 12 16 20 24 29 32 36 40
5 0 5 10 15 20 25 30 35 40 45 50
6 0 6 12 18 24 30 36 54 60
7 0 7 14 21 28 35 49 63 70
8 0 8 16 24 32 40 64 72 80
9 0 9 18 27 36 45 54 63 72 81 90

10 0 10 20 30 40 50 60 70 80 90 100
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If multiplication is a problem for students, have them build this
matrix inning with the counting they already have mastered.
This usually involves l's, 2's, 3's, 5's, and 10's. Next, teach
them to count by 4's. Many students use their fingers while they
count, that is fine; in fact, it is useful for them to realize that
using fingers can be quite appropriate. However, eventually they
should discover that the problem with fingers is that they are
slow and as the calculations they must make get bigger, the LD
student will want to have mastered addition and multiplication
facts rather than have to continue to count.

At this stage, the doubles concept kicks in. We have already
discussed how students learn doubles in addition easier and
faster than odd numbers. This applies also to multiplication;
therefore, many LD students do know these facts. Review them
with your students and have them insert the doubles into their
matrix.

Next, teach the nine times table. Many LD students think this is
very difficult but in fact, the nines times table involves many
cognitive aspects that help them learn and remember. Have the
student look at the nines table separately to discover some of
the relations between the numbers. First have them put down
those products they already have inserted into the grid.

Table 6

Nine Times Grid

9x 0 - 0
9 x 1 - 09
9x2- 18
9x3- 27
9x 4 - 36
9x 5 - 45
9x6- 54
9x 7 - 63
9x 8 - 72
9x9- 81
9x10 -90

0 +9 -9
1 +8 -9
2 + 7 -9
3 +6 -9
4 +5 -9
5 +4 -9
6+ 3 -9
7+259
8 + 1 - 9
9+ 0 9
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Show them that the number in the tens column increases from 0
to 9, while the number in the ones column decreases from 9 to
0. Another approach is to convert the 9 to 10, multiply by 10 and
subtract the number you are multiplying by. For example, 9 x 7
= (10 x 7) - 7 = 70 7 = 63. And finally the student should
always check the answer by adding the two numbers in the
product. This should always add up to nine; if it does not, the
answer is wrong and the student must do the problem again.

Back to the matrix. At this point, there are only three products
that the students do not know automatically or cannot figure out
cognitively. These are 7 x 6, 8 x 6, 8 x 7 and usually need to be
rehearsed and practiced. This matrix is now complete and
should be posted on the inside cover of the student's mathemat-
ics workbook for easy reference. The matrix can also be used to
help LD students understand 'zero' since it is visually apparent
that no matter how big the multiplicand is, if the multiplier is
'zero', the answer is 'zero'.

a) Perceptual Problems
If the LD student has perceptual problems, you will observe
errors in items such as 1/124 > 1 or 105 + 10 = 15 where the
number that looks bigger is impulsively focused upon to deter-
mine the answer. Immediate feedback and reteaching of
principles of fractions are useful. The student also should be
advised to be careful with tricky questions.

Some LD students mix up the symbols in calculations, i.e., x
read as +, - read as +, - read as a. Flash cards with these
symbols prominently drawn and multisensory approaches are
two helpful approaches.

In assessment, analysis of the errors the LD student makes can
pinpoint his or her problems. One that is frequently found in
subtraction comes from inadequate teaching. A frequent
instruction when teaching subtraction is to "Take the small
number from the big one". While this is true in general, it is not
always true when you are dealing with ones in two digit num-
bers, with ones and tens in three digit numbers, and so on.
These are examples of this type of error:

831 481
_ 4 _ -

4 3 4 427
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Helping a student with this problem is essentially reteaching
subtraction including place value and borrowing. As indicated
earlier, muttisensory approaches, especially those that include
concrete materials that the LD student can manipulate, are very
helpful for students at all ages.

b) Word Problems
When LD students are having difficulty with verbal problems, ono
of the reasons may be the complexity of the vocabulary, or the
length of the sentence. To test this, clarify the vocabulary and/or
reduce the length of the sentence. For example, if the original
sentence is, "How much change from ten dollars will Mike got if
he spends $7.59 at the grocery store?"; reduce the complexity
by changing it to "Mike spends $7.59 at the store, He gives the
cashier ten dollars. How much change does he got back?".

A second problem with verbal questions is recognizing the cue
words that help the LD student translate words into arithmetic
problems. Teach the student that "How much is left?" usually
translates into a subtraction problem; "How much does each
get?" indicates a division problem; "How much do the four boys
get?" indicates a multiplication problem; and that "How much do
Tony and Gretta get?" usually translates into an addition prob-
lem. The subtlety of cues in a word problem needs to be taught
to the LD student; the teacher cannot assume he/she knows
them.

Another problem the LD student has with both word problems
and computations is cluttered pages. This can be most easily
remediated by reducing the number of questions per page, or by
boxing in a problem.

A creative approach that can help LD students understand
underlying aspects in mathematics involves attending to essen-
tial facts in problems, and brainstorming a variety of possible
solutions. Many LD students think that mathematics is com-
pletely structured with only one method of finding an answer.
This approach indicates that mathematics can be more flexible.
Figure 5 shows an example.
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Figure 5

Use of CPS with Mathematics Problems

Original Problem: Mike went to visa a farm. He saw lots of
animals running around. He counted 60 heads and 140 legs.
The farmer had only chickens and rabbits. How many of each
kind of animal did he have?

Necessary Facts Solutions
140 legs 1 70 of each animal
60 heads 2 kill while counting
2 legs = chicken 3 count them as they go by
4 legs = rabbit 4 divide them

5 count the eggs
6 stamp the chickens
7 put a clamp on each animal
8 tag them
9 chicken . 2 legs, 1 head

10 90 chickens
11 40 of each kind
12 30 of each kind
13 40 of one, 20 of other
14 cut off heads & legs & put in

bag
15 draw 60 circles (heads)

put 2 legs for each head
20 legs left
put 2 more legs on as many
animals as possible

16 get more rabbits
17 kill some chickens
18 half are chickens & half are rabbits
19 divide 60 heads into 140 feet
20 try different numbers until one

works
21 ask the farmer how many he had
22 ask the chickens how many of

them there are
23 look at the chicken foot ratio 4:2
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Answer:

1 10 rabbits, 50 chickens
2 a form of trial and error
3 total animals = 60

chickens = x
rabbits = 60 - x
2x + 4 (60 - x) = 140 legs
2x + 240 - 4x= 140
2x = 100
x = SO
therefore, chickens = 50
therefore, rabbits = 60 - 50 = 10

3. Social Skills
This section will discuss social skills. One of the most important
requirements for personal survival at the secondary level in-
volves basic social competence. Many learning disabled stu-
dents do not show an 'awareness of the perspective of the other'
and their attempts to communicate. Kronick has listed 19 skills
in this area that the teacher should assess and provide practice
in.

The student who has these social skills is successful in the
following areas:
a) identifies and names another person's feelings;
b) expresses his/her own feelings in an appropriate manner;
c) possesses alternate behaviours for expressing emotion;
d) brings others around to see his/her point of view;
e) empathizes with the point of view of others;
1) can imagine and role play social events;
g) notices non-verbal expressions of mood and emotion;
h) respects physical space of others, uses his/her own body

appropriately;
i) uses clues about others (clothes, grooming, posture, etc.) to

understand them and to behave appropriately;
j) understands the social meaning of house, office, and store

layouts;
k) understands single and multiple relationships among people

grandparent, boss, doctor, niece, etc.;
I) understands average capabilities at each stage of life;
m) can tell time, days, weeks, seasons, holidays, their se-

quence, and the behaviours associated with them;
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n) shares in turn-taking in conversations;
o) expresses gratitude to those who have put themselves out

for her/him;
p) knows when to stop talking and talks appropriately (on topic,

moderate pitch, suitable vocabulary);
q) recognizes the impact of his or her behaviour on others;
r) can plan an experience with a friend; and
s) can function independently when appropriate.

Remediating these skills is primarily a matter of recognizing the
deficit and providing opportunities to practice the skill. For
example, many learning disabled students have difficulties in
pragmatics, i.e., the social rules in using language. Many of
them will perseverate, talk non-stop, not give others their turn,
and not check whether another is interested in their discourse.
In this case, the teacher can suggest to the student that 30
seconds might be the maximum length of time for him or her to
talk before checking on whether the conversation is interesting to
the other.X

Subtle cues, especially those of a non-verbal nature, often
present problems for the learning disabled student. He or she
may also have difficulty with the literalness of language. Words
or phrases may be both literal in their interpretation, and have
symbolic meanings and colloquialisms that the LD student has
difficulty understanding. Any of these difficulties in language can
result in social problems. These difficulties may occur with the
more overt social skills that are also required. This can manifest
itself by interfering with personal space, and not being sensitive
to the discomfort that invasion of space can cause.

Another aspect of poor usage of language is the concept of
"small talk". Most students, especially as they get older, appreci-
ate the value in "small talk" at the beginning of friendships. This
is a skill that often needs to be taught quite directly to the LD
student. The teacher can model this kind of behaviour, and role
playing with peers can reinforce the skill. Watching movies or
videos can also demonstrate to the student what is meant by
"small talk", and how in fact it is used in introductory social
activities.

A second area of problems in the social area can be caused by
the complexity of the situation. If too many people are trying to
talk to the LD student, he or she may find tt very difficult to
interact effectively. If possible, the teacher should try and
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arrange one-to-one situations, and have the student practise
appropriate verbal interactions.

Tutoring is another example of effective interaction among
students. This can involve showing how to act in a social
situation directly, or it can involve teaching academic programs
that also demand social interaction. Most studies have found
that both tutors and tutees have improved in skills, both aca-
demic and in terms of positive, verbal interactions with each
other.

The buddy model has also been
found to be effective in aiding the
learning disabled student in
improving social skills. In this
model, students with skill deficits
are usually paired with other
students who have a wide range
of skills. An example would be to
pair socially astute students with
socially inept ones, good readers -
with poor readers, responsible
students with irresponsible ones.
These matches can provide good
models and improve the social skills of learning disabled stu-
dents, but they must be carefully planned, involve frequent
meetings, and build in reinforcers for both students if they are to
be successful. A way of extending the buddy or peer teaching
approach is to include them in contractual teaching.

Contractual teaching is often successful with adolescents. It
helps to establish responsibility, incorporates the estimations of
the students of his/her own abilities, and commits him/her to
courses of action. Weber suggests that establishing a contract
should be part of a carefully thought through individualized
program. Figure 6 demonstrates a contract for an independent
study program that includes checking answers with a buddy.
This helps the learning disabled student both academically and
socially as they learn to interact and work successfully together.
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Figure 6

Contract for an Independent Study Program

Independent Study Program for

(name of student)

I agree to improve my performance in the following areas:

1 Be punctual and ready for math class.

2 Review fraction and ratio concepts to master.

3 Do any word problems using these concepts correctly.

4 Check answers with my buddy before handing it in.

I will complete the following work during my independent
contract period. Each successfully completed exercise will
be initialled by my teacher. Punctuality will be checked daily
by the teacher.

1 Exercises 1 through 15 (ratio and fractions).
2 Problems listed on pages 20, 26 and 31.

Each completed exercise and correct problem will count for
one point:

Signature

Date Teachers Signature
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As Kronick suggested earlier, negotiating is one of the important
social skills that many learning disabled students must learn.
The following lesson is an example of how such a topic can be
discussed and modelled.

a) The teacher introduces the skill to be presented. The
students are asked to define negotiating.

b) The teacher may also ask the students to define compro-
mise. The teacher should explain that the students probably
negotiate and compromise on a regular basis with their
friends and parents.

c) The teacher, with the help of the students, formulates a !'51
of steps involved in negotiating:
i) stop and look at the body signs of the other person;
ii) decide if the other person is becoming angry;
iii) say what you think and how you feel in a friendly manner

in order to avoid making the other person angrier;
iv) ask what the other person thinks or feels;
v) listen for the answer and do not interrupt; and
vi) suggest or ask for a compromise that both can agree

upon.
d) The teacher asks the students to share any examples of

negotiating and compromising they have recently encoun-
tered. The students are asked to share their feelings both
before and after an agreement is reached.

e) The teacher may want to discuss the advantages to negoti-
ating and compromising as a means of avoiding conflict with
others.

Role Play
a) The teacher selects students to enact one of the following

scenarios:
i) two friends want to play different games with you at the

same time;
ii) negotiate your bedtime with your parents;
iii) you have been asked to go out with a friend, negotiate

your return time with your parents.
b) The actors use self-talk as they progress from step to step.
c) Other students are selected to act as monitors to verify if all

steps have been covered in the presentation.
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Follow-up
a) Following the presentation, the monitors provide feedback to

the actors on their performance. The monitors comment on
whether the steps were all completed as well as what they
liked or disliked about the presentation.

b) The authors self-evaluate their performance.
c) The actors are praised for what they did well, and provided

with constructive criticism in areas needing improvement.
d) The teacher may want the actors to switch roles to gain an

understanding of both sides of a negotiation.
e) The remaining scenarios, as well as others added by the

teacher, may be presented by other students. Monitors
could be chosen for each presentation.

I) The teacher should discuss with the students examples of
when negotiating is not possible, such as with people of
authority. Rules which everyone must follow, such as laws,
are another example. The teacher may want to discuss why
we have laws.

g) The teacher should discuss negotiating as the key to avoid-
ing conflict.

h) The teacher should review all the skills needed in solving
conflicts: listening, expressing yourself well, and controlling
your anger. The teacher should stress to the students that
they now have the skills to deal with conflict in a positive
manner.

One last aspect of social skills is the importance of attending to
the audience. If the student is talking to a school principal or to
a minister, it is expected that the language form will be formal,
and that he/she probably should take his or her conversational
lead from the senior person. Formal dress should also be a clue
to the student that the discussion is probably going to Involve
formal language and concepts. Similarly, the position of the
audience in the room, whether it be a boss sitting behind a dusk,
or a buddy who is sitting beside the student on the floor, the
pupil should be able to discriminate the kind of verbal and non-
verbal action that will match the situation.

4. Visual Skills
Many learning disabled students have considerable difficulty with
visual perception. It can be observed in errors concerning the
direction of letters (b, d), or in reversal of letters in words such
as 'form' or 'from'. In the spelling section discussed earlier,
these problems were discussed, as were the importance of
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having a sense of how words look. Muttisensory approaches to
teaching skills that are usually presented, primarily in a visual
manner, can be quite helpful.

Many learning disabled
students have difficulty
in appreciating the
importance of appear-
ance from a visual
perspective. They may
not be aware of dress,
neatness, or hair style.
This is something that
both teachers and
parents may help
students be aware of. It
is not uncommon for
basic appearance to
influence friendships
among peers and
acceptance by signifi-

cant others. Showing the learning disabled student the differ-
ence between how he/she can look but does look, and the effect
that may have can go a long way in helping the learning disabled
student learn the importance of being more sensitive to appear-
ance. A second aspect of appearance involves the look of one's
academic work on a page. Smudges, erasures, and scratching
out can all affect the evaluation of assignments. It is not unusual
for an LD student to know the work and be able to write effec-
tively, but yot lose marks because of the general appearance.
Showing students how title pages, drawings, maps, and dia-
grams should appear on a page and how they should relate to
the text can be quite helpful.

5. Knowledge of Body
One of the most frequent difficulties the learning disabled
student has is being comfortable with the directions which his/
her body must move within. It is important to understand
directions such as right and left, up and down, big and small in
relation to our own body. Some LD students, however, have a
great deal of difficulty with these concepts. Right versus left is
the most frequent difficulty. Labelling hands as right or left,
colour coding hands, wearing a ring on a left hand, etc. are all
concrete approaches to helping the student appreciate these

63

65



directional concepts. Directional supports probably need to be
used with the student until they are internalized and the student
can automatically respond to the verbal or visual instruction.

Another way in which some learning disabled students have
difficulty with their own knowledge of body is in not being aware
of whether their hair is messy or their faces dirty. Although the
student may not be aware of these features, they often contrib-
ute to a general impression that is not positive. A similar prob-
lem within this category is one's sense of size or of parts of the
body. A large, but clumsy student may find himself unpopular
not for any personal reason, but because the physical appear-
ance is unattractive. Students who have difficulty with social
skills can find his/her problems aggravated by an inability to
preplan what to wear or how to maximize their looks. Often a
student's popularity can be influenced by external appearances.
Since this is not dependent on neurological or cognitive difficul-
ties, it is fairly easy to help students understand how they appear
and how they could ameliorate a negative impression by dress-
ing appropriately and attending to cleanliness. This is an area
where parents can be especially helpful.

Many learning disabled students have difficulties with fine and
gross motor coordination. This can be aggravated by problems
with knowledge of one's body. Some students will find it difficult
to judge how fast they can run or how far they can throw. During
adolescence, when so many physical changes are happening,
awkwardness can be even more frequently manifested. Physical
activities such as speed walking, swimming, skating, or other
activities that are more individual in nature can all help the
learning disabled student become more comfortable with his or
her body and improve their general coordination.

6. Spat lal/Temporal
An important aspect of the learning disabled student's program
must include aspects that involve spatial and temporal abilities.
One of the most important aspects of this is organization. Many
LD students at school have difficulty finding their materials.
They may be live to ten minutes late for a class because they
can not find the books or other materials that are needed.
Figure 7 is a task analysis for the organization of materials in
class readiness. The final goal in this task analysis is "Student
will be able to find all materials needed for any school subject
within the time allotted to the class." Organizing a remedial
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approach in this manner helps the student and the teacher
appreciate all of the sublasks that are important in achieving this
goal. As can be seen, the two essential elements are being able
to act within the allotted time, and the ability to find relevant
materials.

Many of these subskills are assumed by teachers to be mas-
tered, but for the learning disabled student, nothing can be
assumed. For example, coding material in a meaningful manner
is sometimes a problematic activity for the student. Colour
coding notebooks can make finding subject notebooks relatively
easy.

Parents can help by giving the student a space in his/her room
or in some other part of the house that contains all the academic
materials needed. Parents will probably need to organize these
shelves for the learning disabled student, and check them
regularly. As discussed earlier, a preventive aspect to organiza-
tion is to have special equipment or materials in the same place
all the time, ready for an early morning start, or an after school
activity. An example would be having all the student's soccer
equipment near the door so that in the morning he does not have
to spend an undue amount of time looking for things and becom-
ing upset.
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Figure 7

Task Analysis for Organization of Materials
and Class Readiness

Student will be able to
find all materials needed
for any school subject
within the time allotted

Can find all relevant
material

Knows what
material is
needed for
subject both
specialized
and regular

1

Knows
where
to find
material
in desk,
class, at
home

Has specific space
allocated for
materials

Has material coded
in meaningful
manner

Can act within
time allotment

Can start
search for
material
as soon as
time starts
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Can systematically
search for material

Knows the
timetable

Has developed a
sequence to follow
when looking for
material



Directionality is another aspect of spatial difficulties with which
the learning disabled student may have difficulty. In the earlier
section on understanding of one's body, we discussed how
students may have problems with directionality that is under-
stood usually in relation to one's own body.

This can also be seen when the student has difficulty with
external spaces. For example, the student may have difficulty
with bus routes, with finding his/her way in the school, or in an
area of the city or town. Unfortunately, the student often goes
the wrong way and finds the right way only through trial and
error. Having a parent or adult walk with him until the directions
are internalized is important. This is also an area where a peer
can act as a buddy and help the student in areas that involve
directionality and the development of an inner sense of space.

Not only do many LD students have a poor sense of environ-
mental geography, but also have a poor sense of space on the
page. Reducing the amount of content on a page, boxing-in a
problem or using colour cues can help the student overcome this
problem.

Below is an example of how a student could use Figure 8 (next page)
Monday
7 - 8 am Get dressed, eat breakfast
8 - 9 Collect books, walk to school
9 - 10 Mathematics
10 - 11 Reading
11 - 12 Writing
12. 1 pm Lunch
1 - 2 History
2 - 3 Typing
3 - 4 Science
4 - 5 Football practice
5 - 6 Walk home with friends
6 - 7 Supper
7 - 8 Homework
8 - 9 Talk to friend
9 -10 Watch TV
The total time the student spent going to school and doing homework
was 7 hours, eating and doing chores was 4 hours and recreation was
4 hours. In some hours, the student may do more than one type of
activity and so should fill in the space to reflect this. Weekdays &
weekends when there is no school may to times when more studying
can be booked in, If necessary.
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A third aspect of spatiaVtemporal difficulty is time. Many LD
students have very little understanding of what they do with their
time. A fairly straightforward initial step in helping a student with
this difficulty is to have them spend a day charting what they do,
from rising to bedtime.

I
The time use chart shown here (next page) can help a student in
many ways. Merely paying attention to how he/she uses his/her
time is the beginning of understanding how to organize it more
effectively. Most LD students require more time learning,
rehearsing skills and knowledge than do non-learning disabled
students. Therefore, if the student is to have a relatively well-
rounded life, he/she has to learn to be well organized around
time. The time chart helps him/her decide where to use time
more effectively. Once the student understands where his/her
time goes, he/she can follow this up with time management
check sheets that are appropriate for both single tasks and
multiple tasks. These check sheets allow the student to plan
with a peer, a teacher, or independently, how much time he/she
needs to complete an activity appropriately. These check lists
show the student how time can be planned, both in small units
that reflect the task as he or she has broken it down, and larger
chunks of time that show how and what he/she has to do on a
daily basis to be content with the final product.
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Figure 9

Time Management Checksheet (Single Task)

Task: Preparing and delivering a speech
Completion Date: Wednesday, November 10
Name: Dale S.

Component Time Needed Completion Date Finished

Choose topic
Research topic
Organize notes
Write 1st draft
Write 2nd draft
Make notes
Rehearse speech

Give speech

30 mins
2 days
1 hour
1 day
1/2 day
1/2 day
30 mins for
4 days
5 mins

October 26
October 27,30
October 31
November 1
November 2
November 3
November 6-9

November 10

1.,

-I--

Time Management Checksheet (Multiple Tasks)

Activity Due Date

Estimated
Time
Needed

Day(s)
Planned
to do Tas Finished

Finish Math
homework

Study for
science test

Start social
studies
project

Review
spelling

Monday

Friday

Friday
March 23

Friday

March 12-16

40-60 mins

3 x 1/2 hr
periods

3 x 1/2 hr
periods

30 mins

Name:

Monday

Tuesday
Wednes.
Thursday

Monday
Wednes.
Friday

Thursday

Mary W.

1.,

I.,
1.,

Time Period:
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An approach that is helpful in solving academic and personal
problems is the Creative Problem Solving (CPS) Technique. (A
reduced form of this approach was discussed in the mathemat-
ics section.)

This model has five stages:
problem statement
needed facts
solutions
best solutions
action plan.

In finding the problem statement, the student is asked to gener-
ate several ways of stating the problem until he/she decides
which statement best reflects the situation to be addressed.

Stage 2 looks at the facts that are needed to solve the problem.
For some problems, ail of the facts are contained within the
problem statement. This is the situation in solving mathematics
problems. Other problems, however, require that the student
search out some of the facts. This is shown in Figure 10 when it
was necessary for the student to check with the teacher whether
he/she would accept a tape as part of the total presentation.

Stage 3 asks the student, either independently or with a small
group, to brainstorm for solutions. In Figure 10, the example
was worked through with a teacher and learning disabled
student. When we have used this same approach with larger
groups, there tends to be some silliness at this point. It is
important to allow this, however, because it can result in piggy-
backing or moving from foolishness to a more serious idea that
may be quite useful. After the student has produced several
solutions, it is necessary to find the best one. Criteria are
developed and then several of the ideas are subject to scrutiny of the
criteria. Once a solution is chosen, the student works on an action plan
that includes the time, activity, and whether it has been com-
pleted or not. This is very important because learning disabled
students often have limited sense of time and will leave much of
the work required in a project such as this one until it is too late
to do the work well. In this case, they might fail, not because
they were not capable of doing the project well, but because
their organizational skills and time misunderstandings con-
founded their work.
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them, digital clocks are much easier to interpret. If there are no
digital clocks or watches available, and if the student is older, the
teacher might refer to a primary level sequence that addresses
teaching how to read a clock. Encouraging the student to use
diaries and calendars is also very helpful. If they become used
to marking down every activity, whether it is regular or unusual,
they have a constant reference to help them organize their time.

Figure 11

Visual Spatial Problems

Stimuli Answer

1 standing
mis misunderstanding

2 hole-in-one

3 exxposure double exposure

4 Rforkoad fork in the road

5 Bic& see-through blouse

6 iCt: thin ice

7 split up

8 S sundown
U
N

9 W waterfall
A

T
E

10 lip lip tulips

11 DNUORG background

12 R red cross
R E D
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A final suggestion for helping students who have spatial/tempo-
ral problems is to introduce tasks that demand the student to use
their cognitive skills in a more flexible manner than they are used
to. Figure 11 shows how students can have fun and stretch their
creative capacities. The items shown in Figure 11 have come
from various sources: books, magazines, and newspapers.
Learning disabled students do not have much remedial time to
spend in fun, and yet these types of activities increase their
flexibility and their appreciation of language. While you can find
examples of these problems in many sources, students them-
selves can create them, especially those students who are both
learning disabled and gifted.

7. Practical
As described earlier, some of the most difficult skills for the
learning disabled student are those we have labelled practical.
These can include: not noticing that plants need to be watered,
that food needs to be bought, or that meals need to be made.
This is more likely to be a problem for the older student or adult.
Making a check list, either on your own or with a teacher, can be
a first and very effective step in helping the learning disabled
student. Some LD students are not able to do things efficiently;
they are unable to juggle several activities simultaneously and
they may not be able to prioritize activities. An effective ap-
proach in each of these situations is to model efficient function-
ing. In this case, the teacher may show the student how to do it,
as could the parent or peer. The most frequent approach to
modelling is to have the teacher talk through the problem. The
student watches, goes through the motions, and talks them
through aloud. The student practices the activity until he/she
can perform the act automatically.

A final practical problem that frequently can be observed in the
learning disabled student is forgetting what they have to do.
Again, making lists on a daily basis that includes all the activities
that he/she must complete during the day is quite helpful.
Another approach can involve mnemonics. For example, if the
student wanted to internalize his or her morning routine, he or
she could make an anagram that included these four activities:
make the bed, find your books, make lunch, and check time.
This could be shortened to bed, books, lunch, and time which in
turn could be made into a sentence using the first letter of each
word. 'Beautiful Betty loves Thomas' %mild be an example of a
mnemonic that helps a student remember his or her morning
routine.
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GUIDELINES FOR PARENTS

You are the most important resource your child has. Teachers
and other professionals come and go whereas you have a
relationship with your child throughout your life. All children can
be restless, inattentive, impulsive, overactive, forgetful, or poorly
organized at times. If a child seems to have some of these
problems much of the time, there might be many possible
reasons for this, with LD being merely one possibility. There-
fore, if you have concerns about your child's ability to handle her/
himself academically, socially, athletically, or in the practical
sphere, a psychological or educational assessment might be
able to suggest possible reasons for the difficulty, and offer a
course of action.

Even if you learn that your child has a learning disability, it is still
important to know how it manifests itself in her/his approaches to
tasks and situations at home, in school, and with other children.
Then you are in a position both to be your child's advocate with
teachers, other professionals, people who will have prolonged
contact with her/him, and to generalize approaches across home
and school. This might mean asking her how she will remember
to take the garbage out, and wondering whether the strategy that
she used to remember her school assignment would be helpful
in this context, or whether learning how to check an assignment
provided any clues that would help him check the adequacy of
the job he did when cleaning his bedroom. Once you under-
stand the way your child deals with information and approaches
tasks, you then can explain the LD to her/him, to other family
members, neighbours, friends and professionals.

As important as it is to understand and accommodate your
child's LD and to be her/his advocate, most important of all is to
be your child's parent. This includes conveying to the child that
s/he matters in your life, that you think that s/he is wonderful and
welcome her/him joyously when s/he comes home or your paths
cross, and that home is a haven from the demands, frustrations
and failures of the outside world. It means that you acknowl-
edge her/his feelings and perceptions, and talk about her/his
experiences. Being a parent involves protecting or "holding"
your child both physically and psychologically so that s/he does
not have to cope with more stimulation or changes than sihe can
handle, or be expected to cope with tasks that are too over-
whelming or beyond her/his capacity. It includes containing and
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WM,

supporting her/him so that hismer impulses, anger, and destruc-
tiveness do not exceed bounds. It involves gearing your lan-
guage to your child's comprehension, and your shared leisure
activities to a child's level of motor coordination and understand-
ing of the rules and spatial layout of games, e.g., which goal
belongs to the opposite team. Being a parent includes trying to
make the changes in a child's world that would make the child
more comfortable and functional.

Effective parents impose limits on children and have reasonable
expectations while supporting their children to be a bit more than
they presently are. They believe in their children's ability to
create a life for themselves. Children who feel that they can
count on their family's loyalty, reliability, support, acceptance and
affection are better equipped to cope with the difficulties their LD
creates in their lives.

Having a child with LD is not easy. It is particularly important
that the parents support one another in their efforts, taking over
when one or the other becomes discouraged or overwhelmed,
and expressing optimism that events will improve. Ideally both
parents should be involved in meeting with teachers and other
professionals. It also is important that the LD not take over the
waking day. The parents as individuals, as a couple, and the
other children in the family have a right to their own pursuits, to
attention, and care. The child with LD also has a right to leisure
time, to a well-rounded life, and to many opportunities to play
with friends. This must be arranged even if it means that the
child with LD is exposed to fewer therapeutic activities.

Do not baby your child or do too much for her/him, even though
it is easier to do tasks yourself than to deal with the child's
frustration, anxiety, or ineptitude. Expect age-appropriate
behaviour. Simplify tasks until you reach a level that the child
can execute. If he cannot catch a small ball, perhaps he can
catch a large one if it is thrown close to him. If she cannot cut
her food, perhaps she can learn to do so if your hand does it
over hers. If he is overwhelmed at the thought of making a bed,
possibly he can do it step-by-step, starting with putting the
bottom sheet on and tucking it In.

Provide over-exposure and generalization. Leave notes under
her/his plate and pillow, and on the door with pleasant mes-
sages, being sure to use the words s/he is learning to read,
again and again. Describe upcoming changes in the child's
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routine so that s/he has a chance to imagine them. Most
importantly, try to be as adult as you possiblycan be, therefore,
being a model your child can count on and emulate. Remember
that your child will mature and improve, as we all do. Increas-
ingly s/he will make her/his own decisions, and create a life for
her/himself in which the LD will be a minor annoyance rather
than the major obstacle as was in childhood.
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Glossary

Behaviour Modification systematic arrangement of environmental
events (ABC antecedent, behaviour, consequence) to produce
specific changes in observable behaviour.

Bit a small quantity; refers to amounts of memory available to
working memory.

Closure to complete a sentence or task.

Cognitive Disability disorder in the use of symbols and concepts
involving thinking, reasoning, planning, organization, and problem
solving.

Concrete Thought thinking of objects or events only in terms of their
superficial characteristics.

Idlogram a picture or symbol used in writing, example: Chinese.

Integration the mixing of handicapped and non-handicapped in
educational and community environments.

Kinesthetic receiving meaning from stimuli through muscular parts
of body.

Metacognitlon the self control of one's own behaviour, including
self-instruction, self-monitoring, self-reinforcement, and self-evaluation.

Mnemonics strategies or aids to help in remembering.

Modelling behaviour that is learned or modified by observing and
imitating the actions of others.

Perseveration excessive repetition of actions, words, or excessive
discussion of one subject.

Pragmatics the usage of language.

Scaffolding providing supporting framework and focus to enable
someone to execute a task or organize their language.

Semantics the branch of language concerned with the nature and
development of the meaning of language.

Tactile - receiving meaning from stimuli by using touch.
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Resources
(alphabetically by country name)

SPELD NSW Inc.
129 Greenwich Road
Greenwich 2065, N.S.W.
AUSTRALIA

Association Beige de parents
d'enfants en difficulte
d'apprentisage (APEDA)
12 rue du Printemps
B-1380 Ohain
BELGIUM

Croatian Association of
Psychologists
Anke Butorac 10
41000 Zagreb
CROATIA

Learning Disabilities
Association of Canada
323 Chapel Street
Ottawa, Ontario KIN 7Z2
CANADA

International Foundation
of Learning
#336 - 5740 Cambie Street
Vancouver, British Columbia
V5Z 3A6
CANADA

Dr. Clara Ines King Delarrarte
Psicologa U.N.
Dificuttades En El Aprendizaje
Diagonal 53, No. 48-39
Bogota, D.E.
COLOMBIA

Zdenek Matejcek, Ph.D.
Nam. Kub. revoluce 24
100 00 Praha 10
CZECHOSLOVAKIA

Gyda Skat Nielsen
Landsforeningen For
Ordblindesagen/Danmark
Ahornparken 16
2970 Horsholm
DANMARK

Mr. Robin Salter
European Dyslexia
Association
12 Goldington Avenue
Bedford, MK40 3BY
ENGLAND

Ms. Jean Augur
British Dyslexia Association
98 London Rd.
Reading, Berkshire RG1 5AU
ENGLAND

Union Nationale France
Dyslexie
Siege social et Secretariat
3 rue Franklin
75016 Paris
FRANCE

M. Jean-Francois Houlard
C.A.E.D.
35 rue Marcel Quintane
91330, Yerres
FRANCE
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Bundesverband Legasthenie,
e.V.
Gneisenaustrasse 2
3000 Hanover 1
D.R.B. (GERMANY)

Hellenic Dyslexia Association
Ag Constantinou 6
Athens, GREECE

Balans
De Kwinkelier 40
3722 AR Bilthoven
HOLLAND

Dyslexias Gyermekekert
Egyesulet
Budapest, Ulaszlo u. 32 -36-
1114
HUNGARY

Association for Children and
Adults with Learning
Disabilities
27 Upper Mount Street
Dublin 2,
IRELAND

Nitsan
Malben House
12 Kaplan Street
Tel Aviv
ISRAEL

Mr Octavio Pined°
SERCOM
A. Postal 1520024
01701, Mexico, D.F.
MEXICO

Federation of SPELD
Associations Inc.
GPO Wellington, Box 27-122
NEW ZEALAND

Dr. JoErik Broyn
Norsk Dysleksiforbund
Postboks 699 - Sentrum
0106 Oslo 1
NORWAY

Dr. Mervyn Skuy
Division of Specialised
Education
University of the
Witwatersrand
Private Bag .S, WITS 2050
SOUTH AFRICA

Asociacion De Padres De
Ninos Con Dislexia Y Otras
Dificuttades De Aprendizaje
Plaza San Amaro 7
28020 Madrid
SPAIN

Mrs Jean Petersen
Learning Disabilities
Association of America
4156 Library Road
Pittsburgh, PA 15234
UNITED STATES

Yugoslav Association of
Defectologist
Ivana Krndelja 54
7100 Sarajevo
YUGOSLAVIA
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